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Chapter I 
I. INTRODUCTION AND CONTEXT OF THE PROBLEM 
Historical Aspect 
It has been proposed that cultural bias and environmen~ 
tal restriction have limited the educational and occupational 
development of women and minority groups. As a result, 
these groups have purportedly been relegated to lower-status 
and service-type occupations, the latter dominating the 
interests of college and non-college educated women into 
the 1970's (Berman & Haug, 1975; D. Campbell, 1974; S. 
Cooper, 1977; Dillard, 1976; Esposito, 1975; Fetters, 1975; 
Holland & Gottfredson, 1976; Kipnis, 1976; Lunneborg & 
Gerry, 1977; Nevas, 1976; Peplau, 1976; Thoresen & Ewart, 
1976). 
Current Societal Context 
In recent years the literature has revealed that more 
effort and research have increased educational and occupa-
tional opportunities for women and minority groups. Tech-
nological progress is reportedly less able to afford the 
luxury of confining the talents of these people and still 
maintain society at a functional level (D. Campbell, 1974; 
Isaacson, 1971; DiSabitino, 1976). 
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The development of the 1974 Strong-Campbell Interest 
Inventory (SCII), which utilized Holland's theory of occupa-
tional choice (Appendix A), included occupational scales 
normed on both men and women of all culture and socioeconomic 
status groups with the same occupations (D. Campbell, 1974). 
As a result, this instrument provided a base for women to 
measure their interests against those of women satisfactorily 
employed in traditional and nontraditional occupations. 
Older occupational interest measurements may have discouraged 
women from entering many occupations if their interests did 
not conform to those normed only on men in those occupations. 
The SCII was intended as an occupational guide primarily 
for those seeking occupations requiring education beyond 
the junior college level; scholastic aptitude, therefore, 
may be an important factor to consider along with a measure 
of occupational interests. ·The ideal of occupational inter-
est testing seems to be that interests be equal to the 
abilities that can be tested on measures of aptitude (Catron 
& Zultowski, 1977; Esposito, 1975; Holland & Gottfredson, 
1976; Thoresen & Ewart, 1976). 
The actual relationships between occupational interests 
and scholastic aptitudes are required to determine if dif-
ferences exist in these relationships by sex, culture group, 
andfor parent educational levei (PEL). Scholastic Aptitude 
Test (SAT) results for university undergraduate students 
could be compared with their results on the SCII to explore 
and evaluate these possible differences. 
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II. REVIEW OF THE RELATED LITERATURE 
Theoretical Aspects 
Although needs for affiliation or social approval have 
been perennially considered a primary motivating force for 
women in choosing employment and in their relationships with 
others, recent research has concluded that at least some 
women express achievement needs "through social striving 
rather than through intellectual activity" (Kipnis, 1976, 
p. 101) as do men. Of further interest is that both men and 
women have been observed to strive for status, women tradi-
tionally in the narrower areas of courtship and mating. 
Consequently, courtsh~v and dating during adolescence have 
seemed to compete with higher educat~on as much as have 
later marriage and childbearing. Thus, the educational 
system and family responsibilities appear to screen women 
from high status professions requiring a considerable amount 
of education. 
Fetters (1975), in a,national survey of high school 
seniors, reported that fewer girls than·boys were interested 
in academic or higher professional education, although girls 
liked school better and earned higher grades. But this 
higher level of interest and performance for girls was 
apparently limited to the complet~on of their secondary 
education. Blacks and those with parents of low educational 
level were less interested in current or higher education 
than were whites or those with parents of higher educational 
level. 
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Thoresen and Ewart (1976) recommended exploration of 
environmental limitations to offset what they believed to be 
the inadequacy of present inventories to measure the capaci-
ties of women and minority groups to enjoy a wider variety 
of occupations. Nevas (1976) supported their contention by 
observing that current interest inventories tend to cali-
brate cultural preference and opportunity instead of those 
more intrinsic satisfactions that run parallel to satis-
factory job performance. 
Aderinto's (1975) and Lunneborg and Gerry's (1977) 
studies confirmed previous research on Holland's theory sup-
porting a "prediction of academic achievement among males" 
(Aderinto, p. 1297) but not for females. Academic perfor-
mance, in turn, accoTding to Roe (1976), is important for both 
sexes in career prediction. 
Langston's (1975) study suggested that interests and 
abilities remain stable throughout the college years. Vill-
wock, Schnitzen, and Carbonari (1976) supported Holland and 
Gottfredson (1976) by confirming that high consistency 
measures (i.e., close interrelationship of interests) pre-
dieted stability of interests with Holland's theory. Gott-
fredson (1976) further stated: 
In accordance with predictions derived from Holland's 
theory, men and women who are initially employed in 
inconsistent occupations, i.e., occupations that 
make divergent demands on a person, show substan-
tially less career stability over a five-year inter-
val than do workers initially employed in consistent 
occupations. (p. 1970) 
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Stability of interests, according to Holland (1973), 
is also determined through interest differentiation (the 
distance between opposing interests). The further the dis-· 
tance between high and low interest areas, or themes, the 
more homogeneous, or differentiated, is the high interest. 
Studies (Berman & Haug, 1975; S. Cooper, 1977; Es-
posito, 1975; Fetters, 1975; Lunneborg & Gerry, 1977; Peplau, 
1976) have shown that cultural bias and restricted environ-
mental opportunities depress the occupational interests 
and aspirations of many people who otherwise could be pre-
dicted to do well in occupations equal to their measured 
aptitudes. Measurements of the differential relationship, 
or congruency, between aptitudes and interests (themes, 
consistency levels, and differentiation levels) by sex, 
culture group, and PEL for university students seem desirable 
to either confirm or disconfirm the reality of these obser-
vations with students in higher education. 
Practical Aspects 
Catron and Zultowski (1977) established concurrent 
validity for Holland's theory as it is expressed on the SCII 
general occupational interest themes by testing college 
seniors from different academic divisions; since these 
upper classmen had been relatively successful in their 
areas, it can be concluded that their interests correlated 
quite highly with their aptitudes in the occupational fields 
they had chosen. Middents (1977) discussed how the SCII, 
along with scholastic and personality measures, has been 
used to successfully evaluate undergraduate students for 
professional education. 
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D. Campbell (1974) stated that "interests are probably 
as important as ability if a student is to persist to the 
end of graduate training" (p. 79). He believed the SCII 
had two principal functions: (1) helping people to decide 
about themselves, and (2). helping people to make decisions 
about others. Among the research uses he predicted for the 
SCII in those patterns of interest that begin to emerge by 
age 17 were the studies of (1) social trends, (2) cross-
cultural influences, and (3) the characteristics of groups. 
III. DEFINITIONS OF TERMS 
Aptitude Measures 
Aptitude measures are the verbal (V), mathematical (M), 
and total (T) SAT scores. They are reported as College 
Entrance Examination Board (CEEB) scores. 
Culture Group 
Culture group is a demographic variable which is inclu-
sive of students who are United States citizens of either 
white European, black African, Hispanic (Cuban, Mexican, 
Central American, and South American), or Asian (Chinese, 
Filipino, Japanese, and Pacific.,. island group) descent. 
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Interest Themes 
Interest themes consist of the following general occu-
pational theme scales on the SCII: (a) Realistic theme 
scale (R): practical-mechanical occupations; (b) Investiga-
tive theme scale (I): scientific occupations; (c) Artistic 
theme scale (A): creative/aesthetic occupations; (d) Social 
theme scale (S): humanistic/social welfare occupations; 
(e) Enterprising theme scale (E): leadership/business 
occupations; (f) Conventional theme scale (C): highlY'' 
structured/ clerical occupations (D. Campbell, 1974). Placed 
in a hexagonal configuration in the above order, adjacent 
themes are most highly correlated with one another while 
alternate and opposite themes are progressively less corre-
lated with one another, respectively. All interest themes 
are reported as standard (T-)scores. 
Interest Theme Consisten·cy 
Interest theme consistency is a three-level variable: 
(a) adjacent themes: the two highest general occupational 
theme scales for one student are located side by side; (b) 
alternate themes: the two highest general occupational 
theme scales for one student are separated by one intervening 
theme; (c) opposite themes: the two highest general occupa-
tional theme scales for one student are separated by two 
intervening themes. Adjacent themes have a high relationship 
(consistency). Alternate themes have a moderate relationship 
(consistency). Opposite themes have a low relationship 
(consistency). 
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Interest Theme Differentiation 
Interest theme differentiation is a three~level vari-
able: (a) opposite themes: the highest and lowest general 
occupational theme scales are separated by two intervening 
themes; (b) alternate themes: the highest and lowest general 
occupational theme scales are separated by one intervening 
theme; (c) adjacent themes: the highest and lowest general 
occupational theme scales are located side by side. Opposite 
themes have a high differentiation. Alternate themes have 
a moderate differentiation. Adjacent themes have a low 
differentiation. 
Parent Educational Level (PEL) 
r 
Parent educational level is described in one -of two 
ways: (1) high parent edu~ational level (HPEL) includes 
three levels, and (2) co~bined parent educational level (CPEL) 
contains five levels. HPEL 3 means at least one parent has 
earned a bachelor's degree or higher; HPEL 2 means at least 
one parent. has earned either a high school diploma or a high 
school equivalency certificate; HPEL 1 means both parents 
--
have completed less than a high school education. CPEL 6 
means both parents have at 'least a bachelor's degree or 
higher; CPEL 5 means one parent has at least a bachelor's 
degree or higher and the other parent a high school educa-
tion; CPEL 4 means both parents have a high school education; 
CPEL 3 means one parent has at least a high school education 
and the other parent less than a high school education; 
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CPEL 2 means both parents have completed less than a high 
school education. CPEL 5 and 6 are equivalent to HPEL 3; 
CPEL 3 and 4 are equivalent to HPEL 2; CPEL 2 is equivalent 
to HPEL 1. The parent educational levels used here are a 
refinement of the same demographic variable Fetters (1975) 
used in his study where education of heads of household at 
three different levels was identified. 
Sex Bias 
Sex bias is a term used here to denote favoritism by 
any portion of society toward the male sex in evaluating 
abilities and aptitudes, while at the same time underesti-
mating the same abilities and aptitudes possessed by the 
female sex. 
Cultural Bias 
Cultural bias is a term used here to denote favoritism 
by any portion of society toward those of white descent in 
evaluating abilities and aptitudes, while at the same time 
underestimating the same abilities and aptitudes possessed 
by those of black, Hispanic, or Asian descent. 
IV. THE PROBLEM 
Statement of the Problem 
Does a differential relationship exist between apti-
tude measures of university undergraduate students and their 
interest themes, interest theme consistency levels, and 
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interest theme differentiation levels according to sex, 
culture group, HPEL, and CPEL? Specifically, does a differ-
ential relationship according to (I) sex, (II) culture 
group, (III) HPEL, or (IV) CPEL exist between SAT (1) verbal, 
(2) mathematical, or (3) total scores of these students and 
their SCII general occupational theme scales--(a) Realistic 
(R), (b) Investigative (I), (c) Artistic (A), (d) Soc~al 
(S), (e) Enterprising (E), and (f) Conventional (C), consis-
tency levels (CONS), and differentiation levels (DIFF)? 
Hypotheses 
I. No differential relationship according to sex 
exists between SAT scores and SCII theme scales, consistency 
levels, or differentiation levels. 
II. No differential relationship according to culture 
group exists between SAT scores and SCII theme scales, 
consistency levels, or differentiation levels. 
III. No differential relationship according to HPEL 
exists between SAT scores and SCII theme scales, consistency 
levels, or differentiation levels. 
IV. No differential relationship according to CPEL 
exists between SAT scores and SCII theme scales, consistency 
levels, or differentiation levels. 
Limitations and Delimitations 
The study will not attempt to predict occupational 
success, success in given occupations, nor entrance into 
given occupations. Prediger (1976) believed that the most 
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valid purpose of interest inventories is to provide career 
options rather than to predict occupational entrance, since 
such inventories can "do an excellent job of determining 
occupational compatibility" (p. 2). He made reference to 
his own research and that of others to reinforce his obser-
vation, with the implication that occupational prediction 
is not congruent with employment opportunities available 
in the job market where, conversely, options would provide 
more flexibility in matching each person to a compatible 
type of work. 
The study will make no attempt to evaluate cultural 
and sex bias in depth in order to suggest social remedies, 
other than that required of background information as a 
basis for evaluating the results of the study. 
Assumptions 
One small, private nonsectarian liberal arts institution 
of higher education located in the central valley of northern 
California--the University of the Pacific (UOP) in Stock-
ton--is sufficiently representative of other public and 
private liberal arts universities in the state of California 
whose students of both sexes represent a wide variety of 
cultural backgrounds 1 socioeconomic and parent educational 
levels, interests, and talents. The undergraduate students 
at UOP represent all areas of California. Over two-thirds 
of the students sampled are California residents whose homes 
are outside San Joaquin County, in which the University is 
12 
located, while about one-sixth are actually county residents 
and nearly one-sixth (the remainder) are from outside Cali-
fornia. 
V. PROCEDURES 
The Sample 
The sample consisted of undergraduate university stu-
dents (N = 238) from the University of the Pacific who are 
United States citizens, represented all major disciplines, 
and were enrolled in a degree program. Only seven of the 245 
students sampled (2.9 percent) refused participation in the 
research by not completing the SCII. Although frequency 
data were obtained on the 238 participants, 35 of these stu-
dents were not included in the inferential testing because 
no SAT results were recorded in university records. Thus, 
statistical procedures involved 203 students representing 
85.3 percent of all participating students and 82.9 percent 
of the complete sample. This is considered to be an excellent 
representation of the research population. 
Data Collection 
Data from the SAT and SCII were collected from the stu-
dents sampled. The inferential testing group was divided 
into four major variable categories: (1) sex, (2) culture 
group, (3) HPEL, and (4) CPEL. Each level was isolated 
from the other level(s) within each category while each of 
the three SAT scores was compared with each SCII theme scale, 
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theme consistency level, and theme differentiation level 
for each of those category levels (total comparisons = 336). 
The categories and levels were divided as follows: 
(1) Sex (N = 203) (48 comparisons) 
(a) Male (N = 104) 
(b) Female (N = 99) 
(2) Culture group (N = 203) (96 comparisons) 
(a) White (N =· 150) 
(b) Black (N = 10) 
(c) Hispanic (N = 17) 
(d) Asian (N = 26) 
(3) HPEL (N = 203) (72 comparisons) 
(a) HPEL 1 (N = 15) 
(b) HPEL 2 (N = 73) 
(c) HPEL 3 (N = 115) 
( 4) CPEL (N = 203) (120 comparisons) 
(a) CPEL 2 (N = 15) 
(b) CPEL 3 (N = 13) 
(c) CPEL 4 (N = 62) 
(d) CPEL 5 (N = 37) 
(e) CPEL 6 (N = 76) 
Statistical Analysis 
The data were treated by computing a Pearson product-
moment correlation coefficient between all. SAT verbal, mathe-
matical, or total scores and each of the SCII theme scales, 
theme consistency levels, or theme differentiation levels. 
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Fisher's Z-transformations (Roscoe, 1975) were used to change 
the computed correlation coefficients to Z-scores for each 
correlated group. 
A critical Z-ratio (Glass & Stanley, 1970) test was 
performed to determine if a significant difference existed 
between levels in each variable category. Partial correla-
tion coefficients were computed for a selected number of 
significant differential .relationship~,: when they were com-
mon to more than one of the major variable categories, to 
determine their respective influences. 
VI. SIGNIFICANCE OF THE STUDY 
Theoretical Implications 
The study will pf6vide further knowledge about (a) 
which general occupational interests are channeled differ-
ently and (b) differences in interest consistency and dif-
ferentiation--by sex, culture group, HPEL, and CPEL accord-
ing to academic aptitude. 
Practical Consequences 
The application of this added understanding to broaden 
educational and occupational interests through counseling, 
teaching, and other activities in the schools can be accom-
plished for certain selected groups. In this manner 
interests could be channeled into areas in which a student 
demonstrates academic aptitude on the basis of ability and 
prior achievement. Or, in some situations, a focus upon 
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improving either verbal or mathematical abilities to match 
occupational interests may be found to be the best approach. 
:: 
' 
Chapter II 
REVIEW OF THE LITERATURE 
I. APTITUDE AND INTEREST THEORY 
Previous research done on the relationship between inter-
ests and abilities or achievement have demonstrated no remark-
able results (Barak, 1976; A. Cooper, 1954; Crites, 1957; 
Hewer, 1954j Richard W. Johnson, 1965; Kerr & Willis, 1966; 
Larcebeau, 1973; Rohlf, 1971; Smith, 1961; Strong, 1943). 
Correlations have generally rested in the .20's and .30's 
with a range of significance levels both below and above .05. 
Barak, however, found high relationships from about .50 
through the .80's between interests and perceived abilit 
of college students (N = 48, p <.01 one-tailed). No studies 
of a diverse college population could be found which directly 
assessed all correlations between measured general occupa-
tional interests and the critical academic verbal and math-
ematical aptitudes, each of which cover a wide variety of 
occupations, on several crucial demographic variables. 
Many studies have demonstrated the effective use of 
both interest and aptitude testing to increase school/occupa-
tional satisfaction, productivity, potential, stability, need 
congruence, success, prediction, counseling effectiveness, 
16 
17 
selection, and information (Alley & others, 1976; Barkhaus & 
Bolyard, 1977; Brown, 1966; Dade County Public Schools, 1969; 
Flanagan & others, 1960; Healy, 1976; Loudermilk & others, 
1966; Lunneborg & Lunneborg, 1975; Nolting & Taylor, 1976; 
Prediger, 197l(a), 197l(b); Swanson & Rimland, 1970; Spergel, 
1968). These studies included high school and college stu-
dents, military personnel, occupational groups, and the 
educationally advantaged and disadvantaged. 
Spergel (1968) found in his study of inner-city black 
youth that, although few significant relationships between 
interests and aptitudes existed, the higher the correlation, 
the less personality i~tegration was apparent; he recommended 
using several variables to clarify degrees of interest/aptitude 
relationships. But Springob (1964) found no significant 
relationship between degree of personality integration and 
the discrepancy between interests and aptitudes; on the con-
trary, only aptitude was positively related to personality 
adjustment (integration)·. Negligible correlations were found 
by Chansky (1965) between interests and aptitudes with 
minimal correlational differences between black and white 
subjects. In another study (Ewens, 1963) it was found that 
"similarity or dissimilarity of interest and aptitude profiles 
seems to be a characteristic of an individual rather than a 
factor associated with people generally" (p. 363); this was 
believed to reinforce previous findings in the literature of 
generally low relationships between interests and aptitudes.:. 
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Nugent (1962), in his theoretical synthesis of interest-
aptitude congruency, viewed the issue quite differently: 
The extent of congruency between an individual's 
interests and aptitudes is an index of his adjust-
ment. To elaborate, a person with similarities 
between aptitude and interest should have a better 
feeling of well-being, more self-insight, and 
should be making more effective use of his re-
sources (aptitudes) to satisfy his needs (inter-
ests), than a person with incongruencies between 
interest and aptitude. (p. 525) 
The author reported unifying trends between aptitudes and 
interests in the literature, in addition to empirical obser-
vations, to support this assumption as basic to all the 
theories of occupational choice and development. His own 
research (Nugent, 1961) also supported his theoretical sup-
position. Later research (Descombes, 1975; Flanagan, Shaycoft, 
Richards, & Claudy, H:f72; French, 1963) supported Nugent's 
findings for academic placement and success. 
But Holcomb and Anderson (1977) observed that, over-. 
whelmingly, career interest research continues to emphasize 
the importance of research on interests alone instead of in 
conjunction with the neglected area of aptitudes, which could 
provide a practicality and meaningfulness to the data that 
is now missing. Groves, Cauley, Lemmon, and McElwee (1977) 
and Fitzgerald (1975) also criticized over-reliance ~n deter-
mining interests to the exclusion of examining an individual's 
performance capabilities. 
According to Bingham (1942), both abilities and interests 
are measured by aptitude testing. He appears to be saying 
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that these indicators of occupational potential are different 
from aptitudes. He held that aptitudes are a pattern of 
intellectual and personality traits that have potential 
meaning for the ability--the efficiency and skill (profi~ 
ciency)--to do the job. Interest is contained in this pat-
tern of traits to give drive, sustenance, and satisfaction 
in realizing potential abilities. Aptitude, then, would 
appear to be a modifying variable between ability and inter-
est. Since abilities and interests do not highly correlate 
with one another, it would seem that, dependent upon each 
given situation, aptitude would correlate rather highly with 
ability at certain times, then with interests at other 
times. Several studies (J. Campbell, 1967; Elton, 1967; 
L. Ferguson, 1960; French, 1961; Frost, 1965; Ronald W. 
Johnson, 1967; Penn, 1966; Pucel & others, 1972; Sharf, 1970) 
supported interests as being the crucial variable (instead 
of abilities) which determined college major, vocational 
choice, satisfaction, achievement level, perseverance, and 
success for both vocational-t~chnical and college students. 
Barak's study finding a close relationship between interests 
and perceived abilities gave further credence to the pos-
sibility that interests may be more closely associated with 
aptitudes than with specific abilities. 
Bingham (1942) expanded his ability/interest/aptitude 
conceptualization by stating: 
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When psychologists have analyzed vocational abilities 
into a relatively srnalJ nu.mber of primary abilities--
a task on which they are ... hard at work--it may appear 
that there is definable, corresponding to each primary 
ability, a primary interest. (p. 76) 
He seemed to be defining aptitudes: as these primary abilities, 
in which a close relationship has been established with 
interests. He believed aptitudes signified a broader occupa-
tional potential than did specific abilities. Perhaps this 
comparison can be extended to perceived abilities as well, 
where occupational compatibility would also be more narrowly 
encompassed; consequently, the closer study of aptitude-
interest relationships may reveal considerably more informa-
tion about occupational choice and its concomitants for dif-
ferent groups. 
If, as Bingham (1942) suggested, aptitude includes largely 
factors of intelligence and personality, and if the assump-
tion can be made that interest varies closely with aptitude, 
then Holland's (1973) theory of occupational choice, con-
sisting of a personality fit between a person and his occupa-
tional environment, becomes more firmly established as a 
theory of interest measurement which can be tested through 
aptitude linkages. Ford and Box (1974) proposed a similar 
sociological theory for occupational choice using values and 
occupational characteristics instead of personality and occupa-
tional environment, respectively; the closer these elements 
of occupational interest varied together, the higher would 
be a person's rank in a particular occupation, not unlike 
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Holland's own observation that abilities are important deter-
minants of what level one attains within a given occupational 
field. It might be concluded that the correlations between 
aptitudes and interests as defined by these theories can 
provide evidence for stability or instability within a 
field of interest between groups: Interests and general 
intellectual factors could be seen to temper one another, 
not for the reason of predicting levels of success but for 
the purpose of demonstrating the differences between levels 
of personality congruence in occupational choice. 
II. STATUS OF WOMEN: EDUCATION AND OCCUPATIONS 
An Overview 
Differences in personality congruence between men and 
women in occupational choice were suggested by Farmer (1976) 
when she commented that in spite of social, attitudinal, and 
legal changes favoring women's employment, a study of men 
and women in several age groups showed an abundance of fac-
tors which inhibited women's ~areer motivation and achieve-
ment: employment perceptions of parents, the social struc-
ture, risk-taking behavior, sex-role orientation, work-
discrimination beliefs, home-career conflicts, ethnic con-
siderations, vicarious achievement through others, fear of 
success, and a lack of self-esteem. She referred to the 
inhibition of motivation and achievement which, in essence, 
can be considered equivalent to interest and ability, 
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respectively; but she did not discuss aptitudes, an inade-
quately researched area that may have more clearly delineated 
the problem of how sex bias could be involved in differ~nt 
interests than those of men compared to current aptitudes, 
or intellectual potential. 
According to Tyler (1972), women have not done the same 
amount or quality of vocational exploratory behavior. This 
is "likely to have narrowed her vision without any awareness 
on her part ... " (p. 92), which reinforces the likelihood of 
depressed interests. Brusasco (1969) has shown how curriculum 
in the secondary schools has influenced diverse career pat-
terns for men but restricted them for women to encourage 
limitations on career exploration. Scott's (1974) three-year 
study of young female· ·'YWCA participants revealed ( 1) a high 
emphasis on marriage as opposed to work, (2) ignorance about 
careers, (3) preference for traditional careers, and (4) 
distrust of women's liberation. Betz' (1977) study of SAT 
scores revealed the necessity to increase women's mathematics 
ability to broaden career options. 
Janeway (1975) and Brito and Jusenius (19~8) found that 
traditional female majors in college lead to jobs poorly paid 
and/or oversupplied--among them teaching, nursing, clerical 
work, and social service--because (Janeway believe~ they are 
discriminated against in higher education, as are minority 
groups and the poor. Alvord, Brebner, and Volk (1977), 
Karman (1973), and Grandy and Stahman (1974), in some support 
of that observation, have found that men do tend to pursue 
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the higher-paying and more broadly-based business and scien-
tific majors while women tend to enter the socially-oriented, 
traditional ones. 
A Historical Perspective 
Sexton (1976) has given a history of women's education 
in the United States. A brief recounting of that history is 
given here. The second half of the eighteenth century saw 
a practical need to give women an elementary education so that 
household functions could be better performed. Women were 
permitted to attend public schools for the first time--in 
Boston--in 1769. After the Revolutionary War this practice 
became widespread in New England. Shortly after the Bridge-
water, Connecticut public high school opened its doors to 
young women in 1826, most high schools became coeducational. 
As public education increased, a demand occurred for teachers 
who could be cheaply hired. In order for such a demand to 
be met, women gained entry into higher education through the 
public normal school movement, which grew from 14 such schools 
in 1861 to 234 by 1917. At the same time, colleges and uni-
versities slowly began coeducational programs during the 1830's 
until half the colleges in the country accepted women by 1880. 
Women, too, added impetus to the common school movement to 
promote jobs for the increasing numbers of female professional 
teachers being educated. 
Weisberg (1977), in discussing women's employment oppor-
tunities and civil rights, saw the real beginning of a change 
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in the status of women as having occurred with the discovery 
of the power-driven loom in 1814. That development promoted 
the industrial development and westward expansion which gave 
more women teaching and industrial work opportunities to re-
place the homemaking and child-rearing function. "The battle 
for broader opportunities and rights for women really revolved 
around the issue of education ... 11 (p. 499) in addition to 
child custodial rights, property ownership, and the right 
to work and control earnings. The anti-slavery movement, led 
predominantly by women, gave energy to the initial women's 
rights movements. 
But men had the head start in the industrial economy. 
When society was primarily agrarian, men and women worked 
side by side and were valued together in a rough form of 
equality (Epstein, 1970), after which men moved into indus-
try more quickly while women lost farm work and generally 
remained to do only the household work. The scarcity of 
men at home, and the needs of the Civil War battlefront, 
drastically heightened a demand for women in the work force 
as teachers, nurses, seamstresses, and (later) clerical 
workers when it was observed just how cheaply they could be 
hired and what good subordinates they were. The western 
states (Weisberg, 1977) afforded more liberal opportunities 
for professional women, those in other occupations, and for 
civil rights in general because of the greater need for 
productive services in that part of the country. The need 
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for women to work, and replace men, in war industry and other 
areas of civilian life during World War I finally culminated 
with women's suffrage in 1920 (Janeway, 1973 and Weisberg, 
1977). 
Janeway (1973) believed the emancipated woman era of the 
1920's forecast the issues of women's equality in the 1970's. 
She observed that the onward thrust for women's equality was 
dampened during the Depression, late 1940's, and 1950's, 
but was renewed during World War II and again in the 1960's 
by working wives and mothers as the female work force con-
tinued to grow. 
Trends 
The International Labour Office (1975) reported that 
the percentage of women workers compared to all women increased 
in this country from 34 to 43 percent from 1950 to 1971 (from 
age 16). Women were 30 percent of the total work force during 
the 1950's, but increased to 38 percent (confirmed by Sexton, 
1976, a year later) in 1972. This figure remained at about 
40 percent ("Women Losing Ground," 1978). Traditional jobs 
in service and light industry occupations of low skill level 
and responsibility were still found to predominate. 
Tosi (1975) observed that "while women accounted for 65 
percent of the increase in the labour force between 1950 
and 1960, they represented only 26 percent of that increase 
in professional and technical careers" (p. 105). Culturally, 
according to Tosi, women rely on the esteem of others while 
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becoming competitive among themselves. On the professional 
level, initiation (fraternal organizations), sponsorship 
(in professional growth), club, recognition, employment, pro-
motional, supervisory, fellowship, and research grant oppor-
tunities are regarded as fewer. Output is considered lower 
because of home responsibi ties. Society's superior tasks 
are seen to be masculine. She prognosticated that when 
women's traditional tasks are at a premium (as more women 
work outside of the home), they will acquire prestige; where-
upon men will more willingly_perform these women's tasks, 
and this will improve the quality of life. 
Epstein (1970) and Sexton (1976) reported the same 
percentage of women (compared with men) received both bachelors 
and masters degrees in ·'the 1970's as received them in 1930: 
40 percent. During the 1970's approximately three million 
women were in active attendance in institutions of higher 
education (Sexton) at any one time, but only 13 percent of 
all doctorates awarded in 1970 went to women compared with 
15 percent in 1930. Both Epstein and Sexton pointed up that 
growth in the various professions has not been very helpful 
for women as the percentages remain low (or are declining), 
for example, for women in law (4 percent), medicine (7 percent), 
dentistry (2 percent), and engineering (l percent). The 
surprising conclusion to Epstein's comments about these 
figures, however, is her statement that, although scientific 
and professional fields are seldom chosen by women, formal 
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limitations on educational opportunities are only a few, and 
that professional recruiters, by and large, are not discrim-
inatory. But at the same time, according to Weisberg (1977), 
as in the nineteenth century·, professional women frequently 
need the help of cooperative husbands, backing from family 
of orientation (especially professional fathers), and to main-
tain a low profile to avoid any type of social backlash. 
Present considerations 
The women's liberation movement of the 1960's focused 
on the issues of educationfwork discrimination and early role 
stereotyping (Astin, Suniewick, & Dweck, 1971). A nation-
wide study showed women continuing to prefer traditional 
fields with the conclusion that early acculturation is prob-
ably more important than the influences of higher education 
(Carnegie Commission on Higher Education, 1973). Stafford 
(1967) found a large proportion of successful women in the 
various professions had decided their occupational directions 
before college attendance. 
In a study done by Kirk (1975) on high school girls 
with superior mathematical and science ability, it was re-
vealed that English and social science grades were commen-
surate with those received in mathematics and science. While 
several studies (Bayne & Phye, 1977; Carnegie Commission on 
Higher Education, 1973; Fitzpatrick, 1976; Humphreys, 
Fleishman, & Lin, 1977; Maccoby, 1966; Maccoby, 1972; and 
Westervelt, 1975) h.ave shown that women dominate in verbal 
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and men in mathematical ability and aptitude, Astin al. 
(1971) reviewed research indicating women with high mathe-
matical aptitudes are those who are most likely to enter 
masculine fields and compete most effectively with men in 
the job market. Fitzpatrick studied the problem of women's 
generally lower mathematical aptitudes and viewed it as a 
reflection of course distribution with the major emphasis 
upon encouraging boys to take mathematics related courses. 
The Carnegie Commission's answer to this was to continue 
encouraging women toward traditional men's fields according 
to abilities and aspirations, and to ensure that mathematical 
deficiencies are made up through special provisions, since 
the evidence available revealed no educational deficits in 
other areas. 
Harris (1975) gathered evidence from various sources 
showing that women screen themselves in and out of college, 
depending upon the extent of their abi ties, many of which 
were promoted through earlier opportunities to counteract 
traditional female expectations. Watley (1969) found high 
school senior girls of highest scholastic ability were the 
ones who direct themselves toward specific careers while 
their counterparts of lower ability do not. Women with the 
highest abilities direct themselves to the professions and 
the physical sciences. Harris found that such women follow 
these courses of study through to completion at a higher rate 
than women majoring in the humanities and social sciences; 
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graduate student women "are likely to be more highly moti-
vated ... " (p. 168) than comparable men from the evidence 
reviewed; and "the higher her level of education, the more 
likely [a woman] ... is to be working full time" (p. 163). A 
study (Sie, Markman, & Hillman, 1978) done at Wayne State 
University concluded that the largest academic skill dif 
ences were between black and white students, with only 
minimal male-female differences; the minimal differences be-
tween the latter groups were not compared with occupational 
interests. 
A number of studies (Bass, 1970; Dinerman, 1969; Donahue, 
1976; F. Goldman, 1965; Paulson, 1976; E. Walsh, 1972; 
Walstert Cleary, & Clifford, 1972; Young, 1976) revealed sex 
discrimination in educational progress at all levels of 
university admissions (except with upper ability students), 
applications for initial professional positions, high school 
counseling practices, job displacement through automation, 
and attitudes of male college peers on both the graduate and 
undergraduate levels. Lyle and Ross (1973) in a counter 
reaction went so far as to promote a monopoly for women to 
increase their numbers in nontraditional occupations through 
greater governmental control, a seemingly totalitarian answer 
in the service of equality. This form of reverse discrimina-
tion is recognized by Salwen (1975) who stated that the women's 
movement philosophy frequently inhibits a woman's balanced 
dependency upon both sexes while encouraging her to become 
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overly dependent upon other females; she suggested that women 
need to become "autonomous without becoming insensitive, 
dominating, calculating, competitive or self-serving" (p. 
431). Muchinsky and Harris (1977) indicated that although 
women are mostly under-represented in administrative/manage-
ment positions, "discrimination occurs when people have equal 
qualifications but unequal probabilities of being hired" 
(p. 95), and not when faced with sex-role occupational stereo-
types; they suggested that, as those in positions of auth-
ority become better acquainted with those they evaluate 
for higher level positions, the more objective they will be-
come; heretofore, the popular assumption has been that the 
choice of a man is less risky when women candidates and 
- - -~--' 
their potential qualifications are not well known. 
Hass (1976), Kryger and Shikiar (1978), and Robinson 
and Zytowski (1977) represented a more recent trend in dis-
crimination studies. They found an absence of prejudice in 
the evaluation of female competency in general and, more 
specifically, in preferences for hiring at middle-management 
levels, and in occupational counseling within educational 
settings. The criteria used by those who evaluate female 
competency in education and work situations, however, are 
different from the cultural influences that mold attitudes 
and beliefs which govern a woman's feelings about herself 
in regard to competency and interests (Cross, 1974; Sandis, 
1970). Cole, King, and Newcomb (1977), Duberman (1977), 
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Edwards ( 1969), Esslinger ( 1976), Hodgson and Cramer ( 1977), 
and Steinmann and Fox (1970) found examples of self-limiting 
behaviors in response to these cultural influences: 1) Both 
college women and high school girls predicted lower academic 
performance for themselves than did male students, but actual 
performance was nearly identical; (2) unemployed women home-
makers have lower self-esteem and weaker self-identities 
than married or unmarried professional women; (3) family and 
marriag~ oriented women are especially sensitive to the 
possible negative impact upon men of any career ambitions; 
and (4) one-third of female high school students will com-
promise occupational ambitions. 
The result of differential educational exposure be-
tween men and women homemakers, many of whom have felt 
obliged to limit their educational and career horizons, 
means that these women, over two-thirds of whom "join the 
job market later in life, ... almost always lack decent prep-
aration for their new roles in the labor force" (Mayes, 
1977, p. 332). Even those women having reached the zenith 
of their educational aspirations--receipt of a doctorate--
have difficulty reaching their occupational potentials: 
(1) A study of Ph.D. couples revealed that the "women were 
willing to place their careers secondary to (a) the needs of 
their families and (b) the needs of their husbands' careers" 
(Heckman, Bryson,& Bryson, 1977, p. 323); (2) Herman and 
Gyllstrom (1977), in a study done on university faculty and 
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academic professionals, revealed home maintenance to be the 
(professional) woman's role and caused the latter more per-
ceived conflict than (professional) men perceived for them-
selves; it seemed necessary for all the women to limit their 
major social roles (i.e. marriage and motherhood) if they 
wished to reduce inter-role conflict. 
The following research undertaken from the late 1950's 
to the present examined the early origins of sex-role in-
fluences. Lynn (1962) concluded that a child's parental 
identification determines the sex-role played; indications 
were that females are affiliative and externally dependent 
while males develop fie::Ld- independent problem-solving skills. 
Pallone, Rickard, and Hurley (1970) and B. White (1959) 
supported same-sex parent influences. White added that 
where parent-daughter perceptions were in agreement, the 
daughter had chosen a more feminine role, whereas career 
orientation related to one parent (mother only) families or 
little communication between daughter and parents. This 
finding was similar to that of T. Williams (1971), who found 
parent influences to have lessened through high school in 
favor of teacher-peer influences. Baruch (1973) demonstrated 
how, for college women, maternal preferences for careers 
"had a positive effect upon subjects' self-esteem and evalua-
tions of their own competence; maternal employment did not" 
(p. 487). This finding is compared with Altman and Grossman's 
(1977) finding that the daughters of satisfied homemaking 
women "plan to become homemakers, too, particularly if the 
daughter felt her mother had been good at mothering" 
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(p. 374). This study also demonstrated that women with 
working mothers and those with non-working mothers unhappy 
with homemaking are mueh more occupationally directed. In 
all of these findings, either the mother or other persons 
than the father seem most influential in female educational 
aspirations. Astin et al. (1977), however, recognized the 
importance of other studies concluding that daughters also 
need some identification with their college-educated 
fathers to strongly influence their choices of nontradi-
tional vocations. Sinee both parents have been determined 
to be involved in influeneing daughters to attend college 
(Epstein, 1970), especially fathers when nontraditional 
work is chosen, it would appear that parent educational 
level might provide a differentiating factor for comparing 
aptitudes and interests of college women. 
Mathews 1 (1972) extensive review of women 1 s career 
research studies found that (1) academic aptitudes and achieve-
ment, intellectual and masculine personalities, and scientific 
and eomputational interests were all higher in high school 
girls making nontraditional vocational choices than in those 
girls making traditional work choices; (2) most women fear 
men will view use of their intelligence negatively; (3) com-
mitment to receiving vocational counseling is more difficult 
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because frequently it is like making a choice between sexual 
identities; (4) when home-career conflict is reduced, women's 
vocational interests rise; and (5) "career motivation seems 
to arise, at least in consciousness, at some point beyond 
entrance to college" (p. 30). With this review provided by 
Mathews, it might be proposed that after an intellectually 
capable woman begins college, her interests in career fields 
(in addition to subject areas) begin to approach those for 
which she possesses a necessary aptitude, and may even be 
comparable to the relationships between aptitudes and inter-
ests for men. 
But Burlin (1976) demonstrated that women have consider-
ably higher aspirations than what they realistically expect 
of themselves. A similar study by Geisinger (1976) of high 
school students found femaleness and high educational goals 
are more highly correlated than maleness and the same 
educational goals; but males' higher rates of college attend-
ance relate to its utility for occupational status attain-
ment to exploit differences in occupational opportunity by 
sex. Other studies confirmed the higher vocational maturity 
levels of both high school and college women over comparable 
males (Gade & Peterson, 1977; Herr & Enderlein, 1976; 
McNamara, 1975; Sullivan, 1970), and that college and pro-
fessional school women of nontraditional career outlook are 
similar to men in the personality traits of aggression, 
dominance, autonomy, and self-confidence (McGrath & Zimet, 
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1977; Waters, 1976; Wolfson, 1976). 
Recent research on occupational interests supported 
sex similarities in vocational development (Kelso, 1976), 
interest patterns (Ahrons, 1976; Cole, 1973), same college 
major/occupation interest profiles (Prediger & Hanson, 1976), 
and traditional male occupations (Walsh, Horton, & Gaffey, 
1977) with the application of Holland's theory. Another 
study using this theory (Puig-Casauranc, 1977) found female 
college students showed high interest theme scores as 
follows: (1) social for the traditional, (2) realistic 
and investigative for the neutral, and (3) conventional and 
enterprising for the nontraditional groups. 
The evidence all seems to point toward women as having 
some very basic types -·of career interests when they have 
the opportunity to reveal them. Women in nontraditional 
majors and occupations appear to have received the type of 
encouragement needed to express them. Perhaps most women, 
however, are less secure about exposing what subtle non-
traditional interests they do·have, and consequently opt for 
a "woman's" occupation. Since most college women avoid 
nontraditional majors, the current study will reveal any in-
congruity between their traditional direction and measured 
occupational interests. If these interests, when compared 
with aptitudes, do not differ with male comparisons (with 
higher correlations for men) then most assuredly it can be 
assumed that sex bias existing elsewhere in the culture does 
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not effect basic measured interests of college women, but 
instead governs how they substitute "feminine" interests for 
a broader perspective in a del~berate manner, taking what 
they are given and hoping for the best. Such a pattern for 
non-college women, however, may be a less conscious and more 
automatic response to sex bias that not only influences overt 
behavior but interest patterns as well, although that possi-
bility will not be investigated in this study. 
III. CULTURE GROUPS: EDUCATION AND OCCUPATIONS 
Black 
Sewell and Martin (1976) found similar interest differ-
ences between black inner-city and white suburban male high 
school juniors and seniors as between women and men, respec-
tively. The black sample "demonstrated more interest in 
artistic, health and welfare, and business.;...clerical fields ... " 
(p. 332), which were shown to have the easiest access and the 
black role models. The black students, although exhibiting 
high quality academic performance and college orientation, 
had low interest in the technical and scientific f lds, 
which have few role models, an observation reinforced by 
Hager and Elton (1976) and Rowe (1977). Kelly and Wingrove 
(1975), however, found black female high school students' 
educational expectations to be comparable to those of white 
high school students; this equivalence of black female expec-
tations was supported in Scott's (1974) YWCA study, where 
socioeconomic and educational experience determined any 
i: 
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differences in thinking about these issues, but ethnic and 
cultural background did not. Kelly and Wingrove added that 
blacks and whites alike hold a similar view of social 
' 
mobility, success, and high status positions, although their 
occupational interests may be different. 
Holloway and Barreman (1959) found white-black occupa-
tional aspirations to be roughly equivalent while holding 
social class constant in a study of elementary school stu-
dents. But later studies of secondary and elementary school 
students (DeBord, 1977; Gump & Rivers, 1975) showed blacks 
to have higher educational aspirations than any other cul-
ture group, and were acknowledged to be consistent with 
other studies. Furthermore, DeBord, Griffin, and Clark 
(1977) concluded that sex and status origins of blacks 
played a much lesser role in career expectations and academic 
aptitudes than for whites in their study of secondary school 
children; greater equality of opportunity, by sex especially, 
was apparent within the black community; school evaluations 
were unbiased by sex, race, apd status origins when academic 
performance was evaluated. E. Ferguson (1977) and B. Turner 
(1972) found that black college women have a greater commit-
ment to work after college than do their white female counter-
parts, and that once working their needs for meaningful 
work are comparable to those of white women with social 
class held constant; higher status level needs were those 
of self-actualization, whereas lower levels valued security 
and comfort. Similarly, both rural and urban economically 
38 
deprived black girls, in a study by Kuvlesky and Lever (1967), 
did not expect to meet their goals of high status jobs as 
opposed to those of low status. Olsen and Venema (1971) 
found that non-college bound culturally disadvantaged black 
and white secondary school age youth needed security and 
immediate gratification in occupations they considered; as 
a result, their perceptions of their aptitudes and abilities 
were narrowed. 
In short, educational aspirations of black youth are 
at least equivalent to those of white youth, by socioeconomic 
status (SES), with more equality of opportunity, by sex, for 
black than for white youth. Aptitude and ability awareness 
by disadvantaged youth of either cultural group is narrow 
compared with higher status students, the very criteria 
upon which schools evaluate their students for future per-
formance. This was the group Travis (1976) found, in his 
study of black high school students, to be in need of career 
counseling but not receiving it; they were considered unde-
cided or unrealistic, while those who did receive it (the 
receptive black youth) used it wisely. 
Hispanic and Asi'an 
Only a small amount of meaningful research has been done 
on the Hispanic cultures pertaining to academic aptitudes 
and interests. LaFitte's (1974) study of occupational goals 
demonstrated that black university students valued ·economic 
returns much more than did Mexican-American university 
students, whereas Mexican-Americans placed a higher value 
upon way of life and se·cu·rity. In a study of occupational 
aspirations, or interests, of high school students, Orta 
(1973) found that Anglo-American students had a greater 
preference for scientific and outdoor activities overall, 
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but Mexican-American students' preferences for science 
increased as parent educational level increased; disadvan-
taged Mexican-American students expressed a higher preference 
for the artistic interest area than did those from the same 
culture group whose family incomes were beyond the poverty 
level; occupational aspirations of Mexican-American students 
were significantly lower than those of the Anglo-American. 
Black and Mexican-American community college applicants have 
been found to be below the 20th percentile of the national 
average on both the verbal and mathematical SAT scales (Gold, 
1978), although a pure sample was not used and these two 
culture groups were undifferentiated from each other or 
from a very small percentage of other culture groups. 
Even less research, pertinent to this study, has been 
done on the Asian cultures. Sue and Kirk (1973) compared 
Japanese- and Chinese-American college students with all other 
students in their research population. The two oriental 
groups differed "from all other students in the same direc-
tion. However, Japanese-American students consistently 
occupied an intermediate position between the two other 
groups ... " (p. 142). The Asians had lower verbal perfor-
mance (aptitude) and higher interest in technical trades and 
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physical sciences. 
From available information, it would appear that ethnic 
minority groups have lower measured· ve·rbal aptitudes than 
does the white group, while white and Asian groups tend to 
report higher inter·ests in the sciences and blacks in eco-
nomic benefits. Occupational interests for Mexican-Americans 
seem more cautious with the necessity for more integration 
of these interests with traditional cultural values that 
express a philosophical life-style. Artistic interests were 
mentioned for the Mexican~American culture group, although 
most predominantly for those below the poverty level. The 
comparisons of these and other aptitude-interest correlations 
among the culture groups should yield more information about 
cultural bias in the Hispanic and Asian groups, compared 
with information already available, than for the other cul-
ture groups or women. 
IV. PARENT EDUCATIONAL LEVEL AND SOCIOECONOMIC STATUS 
Anderson, Mawby, Miller,. and Olson (1965) reviewed 
available evidence which was "consistent in indicating that 
parents play the leading role in influencing the formation 
of educational and occupational aspirations of youth" (p. 8). 
Musgrave's (1974) observation of able working class children 
brought forth his conclusion that dysfunction for the economy 
occurs because they "refer to their families rather than to 
the school and therefore refuse to aim for higher status 
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occupations" (p. 102); work choice is thus constrained by 
limited stereotypes of occupations and quick adjustments to 
types of work that limit upward mobility and favor a need 
for security. Likewise, Betz (1977) reported that lower 
class white and black teenage boys expected themselves to 
enter occupations of lesser dimension than those they pre-
ferred. In a study of Appalachian white youth by Nafziger 
(1971), level of income and educational attitudes exhibited 
a positive relationship. Griliches and Mason (1972) sup-
ported a similar observation for U.S. military veterans. 
Werts (l966) found on the college level in support of 
other studies that social class effects on career choice 
"are not as clearcut for women as for men" (p. 85). Lower 
SES men tended to choose engineering, teaching, farming, 
accounting, chemistry, and the clergy while higher SES men 
were inclined toward law, medicine, and college professor. 
It can be noted that the lower SES choices of teaching, 
accounting, and the clergy are similar to the choices already 
discussed for women and black.males, and that the higher 
SES choices are comparable to the previously stated white 
male choices. 
McLaughlin, Hunt, and Montgomery (1976), using high, 
medium, and low SES in a study of female high school seniors, 
concluded that SES has a strong influence in predicting 
educational and occupational potential, just as it does with 
men. ,They found that traditional career choice tends to 
decline as SES increases. The difference between this study 
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and that of Werts (preceeding paragraph) is that more 
career awareness development for women may have occurred 
in the higher socioeconomic levels during the ten year 
period between the studies--to the extent that their inter-
ests may correlate more highly with their aptitudes. 
In Goldstein's (1974) study of male students in elite 
colleges, however, no differences were observed "between 
working-class and upper middle-class students in terms of 
major subject, grades, plans for further education, career 
plans, and anticipated satisfaction with various careers" 
(p. 491). The working class students were considered to 
have been· presociaTized in the direction of an upper middle-
class orientation. But in general, other studies (Deutscher, 
1966; Jones, 1978; Ka&ri, 1968; Kuvlesky & Venegas, 1974; 
Minnesota Public School Survey Committee, 1969; Ovando, 
1977; R. Turner, 1964) have found that educational aspira-
tions based upon aptitudes and interests seem to be more 
indicative of SES and PEL than peculiar to one culture group 
or another. 
Albrecht (1976) observed that "the most important 
observation from our data appears to be that education or 
its absence is the best class-related predictor of occupa-
tional sex stereotyping" (p. 327) as opposed to income, when 
defining the lower-class outlook in this area. In a study 
of Mexican-American and Anglo high school students (Gordon & 
others, 1968), · family' educatio'nal leVel--more than family 
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economic level, pupil attitudes and values, school social con-
text, and English usage (all important in themselves)--was 
the most important influence on student performance. K. 
White (1977), from his research findings, also expressed 
doubt about the effectiveness of using the many-faceted SES 
measures in such studies because of their complexity and 
doubtful utility. 
Most differences in educational and occupational 
outlook appear to be by SES rather than by culture group, 
although some studies on culture groups seem to indicate dif-
ferences that might be apparent irrespective of SES. The 
current study has explored aptitude-interest correlation 
comparisons using PEL as a valid and simple (as shown by 
previous research) way to define SES levels. 
V. SUMMARY 
Research indicates women, minority groups, and the 
poor "choose" college majors leading to occupations poorly 
paid and oversupplied. 
As the proportion of working women continues to 
grow, some studies show fewer formal limitations on educa~ 
tional opportunities and post-college hiring practices 
in nontraditional areas; yet, the percentages of women in 
nontraditional college majors have remained static for years 
and is reflected by their numbers in comparable occupations. 
Informal social and cultural pressure to remain in traditional 
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areas may be the basic reason that progress has been limited. 
Whether or not these pressures affect basic interest patterns 
as they compare with aptitudes will be examined in this 
study. If these comparisons reveal no statistically signifi-
cant differences, then that finding would be evidence that 
perhaps women deliberately substitute secondary for primary 
interests in choosing their college majors and eventual 
occupational fields because of the overt pressures of sex 
bias. 
Equality between the sexes in educational-occupational 
opportunity--reflected in both interests and aptitudes--is 
apparent in the black culture. However, the real differences 
in aptitude-ability-interest seem more a function of SES for 
- .-_ _,.; .. 
both black and white cultures, according to the literature. 
Verbal aptitudes for all three minority groups are 
found to be lower than for whites, but may have some rela-
tionship to SES. Some evidence for lower mathematical apti-
tudes for blacks and Mexican-Americans may, again, be more 
a function of SES. Higher mathematical aptitudes may ac-
count for the science interests of whites and Asians. Still, 
a question con.tinues to exist whether certain interests may 
transcend differences in aptitude levels andfor SES for 
minority groups. 
The research points to SES as being a more crucial 
variable than culture group in defining aptitude-interest 
differences, and that PEL is a simpler and possibly a more 
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efficient variable to define SES. This study will use PEL 
for that purpose. 
Similar to the comparisons by sex, whether or not 
differences are found in aptitude-interest correlations among 
either the culture groups or PEL's will determine if the 
evidence points toward basic interest differences or if the 
various groups are deliberately choosing their secondary 
interests because of the exogenous pressures of cultural 
bias. 
If no differences can be found between or among 
groups, then it can be concluded that aptitude-interest 
congruence is as stable for one group as for the other. 
Consequently, a carefully designed directive approach might 
be used to encourage students toward primary fields of 
interest whe~_aptitudes indicate a potential for success 
in them. 
If differences are discovered between and among 
groups, then it can be concluded that stability differences 
in aptitude-interest congruenqe exist. In consequence of 
this finding, a more indirect approach may need to be taken 
to provide opportunities either to increase the possibilities 
for certain interests to develop, or to correct curriculum 
deficiences to raise aptitude levels. 
Chapter III 
DESIGN AND PROCEDURES 
This study was designed to determine what, if any, 
differential relationships:exist--according to sex, culture 
group, HPEL, and CPEL--between aptitudes and interests. 
I. SAlVIPLE 
Populati·on 
The target population is the universe of undergraduate 
students of both sexe~.attending all California liberal 
arts universities representative of a wide variety of cul-
tural backgrounds, socioeconomic and parent educational 
levels, interests, and talents, who are citizens of the 
United States, represent all major disciplines, and are 
working toward a bachelor's degree. The research population 
consisted of all undergraduate students at the University 
of the Pacific who are citizens of the United States and 
working toward a bachelor's degree. 
Sampling and Sample Description 
A systematic method of sampling was employed to obtain 
7.14 percent of the research population described, or 245 
students from a population of 3431. The alphabetical listing 
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of registered students contained only those students 
described as the research population (plus those not working 
toward a degree). Every fourteenth student on this list 
was included to ensure a representative selection. A table 
of random numbers was used to choose the initial student 
(number five from the top of the list). It was discovered 
later that seven students not working toward a degree were 
chosen in the sample. As such, these students were removed 
from the sample. In order to choose alternate students for 
the sample, the next student on the list studying for a 
degree--after each student removed from the sample--was · 
chosen for the sample. It can be assumed that, since the 
seven students of the initial 245 selected were 2.86 percent 
of that number, the same percentage can be applied to the 
original population (3431) from which this sample was 
selected for an estimated total of 98 (2.86 percent of 3431) 
students in that population who were not working toward a 
degree. Consequently, the estimated number of students in 
the research population was 3~33 (3431 minus 98). This 
means that those sampled were actually an estimated 7.35 
percent of the research population. 
Sample Frequency Tables 
The age range was 17 - 56 years and had a mean of 21.0 
(Table 1). The oldest students were located in the lowest 
parent educational level (HPEL 1 - CPEL 2) with a mean of 
23.6. 
Total Sample 
Male 
Female 
White 
Black 
Hispanic 
Asian 
HPELl 
HPEL2 
HPEL3 
CPEL2 
CPEL3 
CPEL4 
CPEL5 
CPEL6 
. ·····-· -·-·-·······-·············-~···.. ·····~====-==---======== ........ ==="""= 
Table 1 
Age Level Analyzed by Total Sample, Sex, Culture Group, 
and Parent Educational Level 
RANGE MEAN MEDIAN SD 
17-56 21.0 20.3 4.0 
18-56 21.4 20 .. 6 4.1 
17-49 20.5 19.9 3.9 
17-56 20.9 20.2 4.3 
18-38 21.3 ,19.3 5.6 
18-29 20.7 20.0 2.8 
18-26 21.4 21.2 2.3 
18-49 23.6 21.0 7.8 
17-56 21.3 20.3 4.8 
18-28 ·20.3 20.2 2.0 
18-49 23.6 21.0 7.8 
18-30 21.8 20.4 3.3 
17-56 21.1 20.2 5.0 
18-28 20.2 20.0 2.2 
18-28 20.4 20.4 2.0 
TOTAL NUMBER 
238 
125 
113 
175 
12 
18 
33 
19 
90 
129 
19 
19 
74 
'\ 44 
82 
1-t::. 
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Men outnumbered women (Table 2) by only a small per-
centage (52.5 percent to 47.5 percent). Overall, the per-
centages approximately reflected the percentages of men 
and women in undergraduate schools across the country. 
Nearly three-quarters (73.5 percent) of the students 
were white (Table 3). Asians were the second largest group 
(13.9 percent), and comprised more students than the sum 
of the black and Hispanic populations (12.6 percent). 
Blacks and Hispanics (Table 4) made up the largest 
proportion of any culture group from Stockton (33.3 percent 
each), while the lowest PEL represented the highest propor-
tion of any educational level from Stockton (42.1 percent). 
Not one person in the black, Hispanic, or lowest PEL had 
parents living in San Joaquin County with other than a 
Stockton address. Part of the explanation for these three 
groups tending to be centered in Stockton may be the uni-
versity's undergraduate educational and financial aid pro-
gram--under the auspices of the School of Education--for 
minority students and students of lower socioeconomic status 
backgrounds chosen largely from the immediate Stockton area. 
These were the three groups who differed the most from 
other groups when hypotheses II and III were tested. 
The population was quite evenly divided between each 
grade level (Table 5), except for the sophomore level. Fewer 
women (15) were recorded at that level than were men at any 
level or women at any other level. 
Total Sample 
White 
Black 
Hispanic 
Asian 
HPELl 
HPEL2 
HPEL3 
CPEL2 
CPEL3 
CPEL4 
CPEL5 
CPEL6 
Table 2 
Sex Analyzed by Total Sample, Culture Group, and 
Parent Educational Level 
Male Female 
NUMBER PERCENTAGE NUMBER PERCENTAGE 
125 52.5 113 47.5 
83 47.4 92 52.6 
8 66.7 4 33.3 
8 44.4 l:' 10 55.6 
26 78.8 7' 21.2 
10 52.6 9 47.4 
47 52.2 43 47.8 
68 52.7 61 47.3 
10 52.6 9 47.4 
12 63.2 7 36.8 
37 50.0 37 50.0 
23 52.3 21 47.7 
43 52.4 39 47.6 
TOTAL NUMBER 
238 
175 
12 
18 
33 
19 
90 
129 
19 
19 
74 
44 
82 
~: 
0 
Total Sample 
Male 
Female 
HPELl 
HPEL2 
HPEL3 
CPEL2 
CPEL3 
CPEL4 
CPEL5 
CPEL6 
Table 3 
Culture Group Analyzed by Total Sample, Sex, and 
Parent Educational Level 
White Bi.ack Hispanic 
NUMBER PERCENTAGE NUMBER PERCENTAGE NUMBER PERCENTAGE 
175 73.5 12 5.0 18 7.6 
83 66.4 8 6.4 8 6.4 
92 81.4 4 3t 5 10 8.8 
8 42.1 2 10.5 6 31.6 
60 66.7 5 5.6 6 6.7 
107 82 .. 9 5 3.9 6 4.7 
8 42.1 2 10.5 6 31.6 
9 47.4 1 5.3 3 15.8 
52 70.3 5 6.8 4 5.4 
36 81.8 0 0.0 1 2.3 
70 85.4 4 4.9 4 4.9 
As a in 
NUMBER PERCENTAGE 
33 13.9 
26 20.8 
7 6.2 
3 15.8 
19 21.1 
11 8.5 
3 15.8 
6 31.6 
13 17.6 
7 15.9 
4 4.9 
TOTAL 
NUMBER 
238 
125 
113 
19 
90 
129 
19 
19 
74 
44 
82 
Cl1 
1--' 
Stockton 
NUMBER PERCENTAGE 
Total Sample 31 13.0 
Male 20 16.0 
Female 11 9.7 
1-f."lite 14 8.0 
Black 4 33.3 
Hispanic 6 33.3 
Asian 7 21.2 
HPEU 8 42.1 
HPEL2 13 14.4 
HPEL3 10 7.8 
CPEL2 8 42.1 
CPEL3 3 15.8 
CPEL4 11 14.9 
CPEL5 4 9.1 
CPEL€i 5 6.1 
Table 4 
Home Location Analyzed by Total Sample, . Sex, Culture· .. Group, and 
Parent Educational Level 
San Joaguin Countz California United States 
NUHBER PERCENTAGE NUMBER PERCENTAGE NUMBER PERCEl'lTAGE 
7 2.9 162 68.1 37 15.5 
4 3.2 82 65.6 18 14.4 
3 2.7 80 70.8 19 16.8 
7 4.0 128 73.1 26 14.9 
0 o.o 12 66.7 0 o.o 
0 o.o 11 61.1 1 5.6 
0 0.0 15 45.5 10 30.3 
0 0.0 10 52.6 1 5.3 
5 5.6 61 67.8 11 12.2 
2 1.6 91 70.5 25 19.4 
0 0.0 10 52.6 1 5.3 
! 0 0.0 13 68.4 3 15.8 
5 6.8 49 66.2 9 12.2 
2 4.5 29 65.9 9 20.5 
0 0.0 61 74.4 15 18.3 
Other Countr;[ 
]\;uMBER PERCENTAGE 
1 0.4 
1 0.8 
0 o.o 
0 0.0 
0 o.o 
0 o.o 
1 3.0 
0 0.0 
0 0.0 
1 0.8 
0 0.0 
0 o.o 
0 0.0 
0 0.0 
1 1.2 
TOTAL Nl'MBER 
238 
125 
113 
175 
12 
18 
33 
19 
90 
129 
19 
19 
74 
44 
82. 
01 
tv 
Table 5 
Grade Level Analyzed by Total Sample, Sex, Culture Group, 
and Parent Educational Level 
Freshman Sophomore Junior 
NUMBER PERCENTAGE NUMBER PERCENTAGE NUMBER PERCENTAGE 
Total Sample 66 27.7 42 17.6 64 26.9 
Male 28 22.4 27 21.6 28 22.4 
Female 38 33.6 15 13.3 36 31.9 
White 50 28.6 33 18.9 49 28.0 
Black 4 33.3 3 25.0 3 25.0 
Hispanic 6 33.3 2 11.1 5 27.8 
Asian 6 18.2 4 12.1 7 21.2 
HPELl 6 31.6 1 5.3 7 36.8 
HPEL2 24 26.7 14 15.6 26 28.9 
HPEL3 36 27.9 27 20.9 31 24.0 
CPEL2 6 31.6 1 5.3 7 36.8 
CPEL3 3 15.8 4 21.1 7 36.8 
CPEL4 22 29.7 10 13.5 19 25.7 
CPEL5 15 34.1 8 18.2 11 25.0 
CPEL6 20 24.4 19 23.2 20 24.4 
Senior 
NUMBER PERCENTAGE 
66 27.7 
42 33.6 
24 21.2 
43 24.6 
2 16.7 
5 27.8 
16 48.5 
5 26.3 
26 28.9 
35 27.1 
5 26.3 
5 26.3 
23 31.1 
10 22.7 
23 28.0 
TOTAL 
NUMBER 
238 
125 
113 
175 
12 
18 
33 
19 
90 
129 
19 
19 
74 
44 
82 
01 
Vl 
54 
No black student majored in the areas of pharm~cy, 
administration, social science, or music-art (Table 6). 
Likewise, no Hispanic majored in communications or biology-
chemistry, nor did any Asians major in communications. The 
lowest PEL failed to major in either communications or 
liberal arts, while CPEL 3 was not represented in education. 
Father educational levels (Table 7) were compared to 
Huebner's (1974) report on the American Council of Educa-
tion's (ACE) 1973 report for entering 18-year-old college 
freshmen in this country. That report revealed 12 percent 
of the students' fathers had less than a high school educa-
tion, 44 percent at least a high school education, and 43 per-
cent a college education. Comparable figures for UOP's 
sampled student body were 15.1 percent, 34.9 percent, and 
50 percent, respectively. The same categories for mothers 
in the ACE report were 8 percent, 64 percent, and 27 percent, 
compared with the respective figures at UOP (Table 8) of 
10.1 percent, 51.3 percent, and 38.7 percent. 
Nearly three-fourths (72.3 percent) of the students 
had parents with the same educational levels (Table 9). More 
fathers than mothers had a higher educational level (17.2 
percent vs. 10.5 percent, respectively). 
Hispanics had a higher percentage (33.3 percent) in 
the lowest PEL than did any other culture group (Tables 10 
and 11). The traditional agrarian value system of the His-
panic culture may account for these educational differences. 
Phc.rmacy 
N* p'~* 
Total Sample 46 19.3 
P~le 32 25.6 
Female 
\o."hite 
Black 
Hispanic 
Asian 
HPELl 
HPEL2 
HPEL3 
CPEL2 
CPEL3 
CPEL4 
CPEL5 
CPEL6 
*N = Number 
14 12.4 
31 17.7 
0 0.0 
1 5.6 
14 42.4 
5 26.3 
23 25.6 
18 14.0 
5 26.3 
6 31.6 
17 23.0 
8 18.2 
10. 12.2 
**P = Percentage 
Table 6 
College Major Analyzed by Total Sample, Sex, Culture Group, and Parent Educational Level 
Administration 
N 
18 
10 
8 
12 
0 
3 
3 
2 
5 
11 
2 
1 
4 
3 
8 
p 
7.6 
8.0 
7.1 
6.9 
0.0 
16.7 
9.1 
10.5 
5.6 
8.5 
10.5 
5.3 
5.4 
6.8 
9.8 
Communications 
N 
17 
6 
11 
13 
4 
0 
0 
0 
8 
9 
0 
1 
' 8 
3 
5 
p 
7.1 
4.8 
9.7 
7.4 
33.3 
0.0 
0.0 
0.0 
8.9 
7.0 
0.0 
5.3 
10.8 
6.8 
6.1 
Socic.l Science 
N 
25 
11 
14 
20 
0 
4 
1 
2 
7 
16 
2 
3 
4 
5 
11 
p 
10.5 
8.8 
12.4 
11.4 
o.o 
22.2 
3.0 
10.5 
7.8 
12.4 
10.5 
15.8 
5.4 
11.4 
13.4 
Engine e_ri ng 
-'----Related -
N p 
33' 13.9 
22 '17.6 
11 
22 
4 
4 
3 
5 
8 
20 
5 
1 
7 
4 
16 
9.7 
12.6 
33.3 
22.2 
9.1 
26.3 
8.9 
15.5 
26.3 
5.3 
9.5 
9.1 
19.5 
Biology 
Chemistry 
N 
25 
19 
6 
18 
1 
0 
6 
1 
12 
12 
1 
1 
11 
4 
8 
p 
10.5 
15.2 
5.3 
10.3 
8.3 
0.0 
18.2 
5.3 
13.3 
9.3 
5.3 
5.3 
14.9 
9.1 
9.8 
Education 
N p 
14 5.9 
3 2.4 
11 9.7 
10 5.7 
1 8.3 
1 5.6 
2 6.1 
2 10.5 
3 3.3 
9 7 .o 
2 10.5 
0 0.0 
4 5.4 
2 4.5 
6 7.3 
Music-Art 
N p 
23 9. 7 
6 4.8 
17 15.0 
20 11.4 
0 0.0 
1 5.6 
2 6.1 
2 10.5 
10 11.1 
11 8.5 
2 10.5 
2 10.5 
8 10.8 
4 9.1 
7 8. 5 
Liberal Arts 
N 
37 
16 
21 
29 
2 
4 
2 
0 
14 
23 
0 
4 
11 
11 
11 
p 
15.5 
12.8 
13.6 
16.6 
16.7 
22.2 
6.1 
o.o 
15.6 
17.8 
0.0 
21.1 
14.9 
25.0 
13.4 
Total 
Nuc:1ber 
238 
125 
113 
175 
12 
18 
33 
19 
90 
129 
19 
19 
74 
44 
82 
c.n 
c.n 
HPELl 
~'1JHBER PERCE:t-.'"TAGE 
Total Sample 36 15.1 
Male 22 17.6 
Female 14 12.4 
'1-lhite 16 9.1 
Black 4 33.3 
Hispanic 9 50.0 
Asian 7 21.2 
HPEL1 19 100.0 
HPEL2 15 1~.7 
HPE13 2 1.6 
C!'EL2 19 100.0 
CPEL3 15 78.9 
CPEL4 2 2.7 
CPELS 0 0.0 
CPEL6 0 0.0 
Table 7 
Father's Education Analyzed by Total Sample, Sex, Culture Group, 
and Parent Educational Level 
HPEL2 HPEL3 
NUMBER PERCENTAGE NUMBER PERCENTAGE MEAN MEDIAN SD 
83 34.9 119 so.o 2.3 2.5 0.73 
43 34.4 60 48.0 2.3 2.4 0.75 
40 35.4 59 52.2 2.4 2.5 0.70 
58 33.1 101 57.1 2.5 2.6 0.66 
4 33.3 4 33.3 2.0 2.0 0.85 
3 16.7 6 33.3 1.8 1.5 0.92 
18 54.5 8 24.2 2.0 2.0 0.68 
0 o.o 0 0.0 1.0 1.0 o.oo 
75 83.3 0 0.0 1.8. 1.9 0.38 
8 6.2 119 92.2 2.9 3.0 0.34 
0 • o.o 0 0.0 1.0 1.0 0.00 
4 21.1 0 0.0 1.2 1.1 0.42 
71 95.9 1 1.4 2.0 2.0 0.20 
8 18.2 36 81.8 2.8 2.9 0.39 
0 o.o 82 100.0 3.0 3.0 o.oo 
TOTAL :t-.1.i'HBER 
238 
125 
113 
liS 
12 
18 
33 
19 
90 
129 
19 
19 
74 
44 
82 
Ol 
m 
Table 8 
Mother's Education Analyzed by Total Sample, Sex,. Culture Group, 
and Parent Educational Level 
HPELl HPEL2 HPEL3 
NUHBER PERCENTAGE NUMBER PERCENTAGE NU}JBER PERCENTAGE }1EAN }lED IAN 
Total Sa!Ilple 24 10.1 122 51.3 92 38.7 2.3 2.3 
~.ale 12 9.6 62 49.6 51 40.8 2.3 2.3 
Female 12 10.6 60 53.1 41 36.3 2.3 2.2 
White 10 5.7 89 '50.9 76 43.4 2.4 2.4 
Black 2 16.7 5 41.7 5 41.7 2.3 2.3 
Hispanic 7 38.9 7 38.9 4 22.2 1.8 1.8 
Asian 5 15.2 21 63.6 7 21.2 2.1 2.0 
HPEL1 19 100.0 0 0.0 0 0.0 1.0 1.0 
HPEL2 4 4.4 86 95.6 0 0.0 2.0 2.0 
HPEL3 1 0.8 36 27.9 92 71.3 2.7 2.8 
CPEL2 19 100.0 0 0.0 0 0.0 1.0 1.0 
CPEL3 4 21.1 15 78.9 0 0.0 1.8 1.9 
CPEL4 1 1.4 71 95.9 2 2.7 2.0 2.0 
CPELS 0 0.0 36 81.8 8 18.2 2.2 2.1 
CPEL6 0 0.0 0 0.0 82 100.0 3.0 6.0 
SD 
0.64 
0.64 
o. 64 
0.59 
o. 76 
0.79 
0.61 
0.00 
0.21 
0.47 
0.00 
0.42 
0.20 
0.39 
0.00 
TOTAL NUMBER 
233 
125 
113 
175 
12 
18 
33 
19 
90 
129 
19 
19 
74 
44 
82 
tn 
.....:] 
Table 9 
Parent With Highest Educational Level Analyzed By Total Sample, Sex, 
Culture Group, and Parent Educational Level 
1 2 3 
Father Same··· Mother 
NUMBER PERCENTAGE NUMBER PERCENTAGE NUMBER PERCENTAGE MEAN 
Total Sample 41 17.2 172 72.3 25 10.5 1.9 
Male 19 15.2 88 70.4 18 14.4 2.0 
Female 22 19.5 84 74.3 .7 6.2 1.9 
White 33 18.9 129 7.:3. 7 13 7.4 1.8 
Black 0 0.0 10 83.3 2 16.7 2.2 
Hispanic 2 11.1 13 72.2 3 16.7 2.1 
Asian 6 18.2 20 60.6 7 21.2 2.0 
HPELl 0 0.0 19 100.0 0 0.0 2.0 
HPEL2 4 4.4 71 78.9 15 16.7 2.1 
HPEL3 37 28.7 82 63.6 10 7.8 1.8 
CPEL2 0 0.0 19 100.0 0 0.0 2.0 
CPEL3 4 21.1 0 o.o 15 78.9 2.6 
CPEL4 1 1.4 71 95.9 2 2.7 2.0 
CPEL5 36 !81.8 0 0.0 8 18.2 1.4 
CPEL6 0 0.0 82 100.0 0 0.0 2.0 
MEDIAN SD 
2.0 0.52 
2.0 0.55 
1.9 0.49 
1.9 0.50 
2.1 0.39 
2.0 0.54 
2.0 0.64 
2.0 o.oo 
2.1 0.45 
1.8 0.57 
2.0 0.00 
2.7 0.84 
2.0 0.20 
1.2 0.78 
2.0 0.00 
TOTAL 
NUHBER 
238 
125 
113 
175 
12 
18 
33 
19 
90 
129 
19 
19 
74 
44 
82 
CJl 
():) 
'j 
Table 10 
High Parent Educational Level (HPEL) Analyzed by Total Sample, Sex, 
Culture Group, and Parent Educational Level 
HPELl HPEL2 HPEL3 
NUMBER PERCENTAGE NUMBER PERCENTAGE NUMBER PERCENTAGE MEAN 
Total Sample 19 8.0 90 37.8 129 54.2 2.5 
Male 10 8.0 47 37.6 68 54.4 2.5 
Female 9 8.0 43 38.1 61 54.0 2.5 
White 8 4.6 60 34.3 107 61.1 2.6 
Black 2 16.7 5 41.7 5 41.7 2.3 
Hispanic 6 33.3 6 33.3 6 33.3 2.0 
Asian 3 9.1 19 57.6 11 33.3 2.2 
HPELl 19 100.0 0 0.0 0 0.0 1.0 
HPEL2 0 0.0 90 100.0 0 0.0 2.0 
HPEL3 0 0.0 0 0.0 129 100.0 3.0 
CPEL2 19 100.0 0 0.0 0 0.0 1.0 
CPEL3 0 0.0 19 100.0 0 0.0 2.0 
CPEL4 0 0.0 71 95.9 3 4.1 2.0 
CPEL5 0 0.0 0 0.0 44 100.0 3.0 
CPEL6 0 o.o 0 0.0 82 100.0 3.0 
MEDIAN SD 
2.6 0.64 
2.6 0.64 
2.6 0.64 
2.7 0.58 
2.3 0.76 
2.0 0.84 
2.2 0.61 
1.0 0.00 
2.0 0.00 
3.0 0.00 
1.0 0.00 
2.0 0.00 
2.0 0.20 
3.0 0.00 
3.0 0.00 
TOTAL 
NUMBER 
238 
125 
113 
175 
12 
18 
33 
19 
90 
129 
19 
19 
74 
44 
82 
c.n 
CD 
Table 11 
Combined Parent Educational Level {CPEL) Analyzed by Total Sample, Sex, Culture Group, and 
Parent Educational Level 
CPEL2 CPEL3 CPEL6 
NUMBER PERCENTAGE NUMBER PERCENTAGE PERCE:t."TAGE !-luMBER PERCENTAGE 
Total Sample 19 8.0 19 8.0 44 18.5 82 34.5 
Male 10 8.0 12 9.6 37 29.6 13 18.4 43 34.4 
Female 9 8.0 7 6.2 37 32.7 21 18.6 39 34.5 
Hhite 8 4.6 9 5.1 52 29.7 36 20.6 70 40.0 
Black 2 16.7 1 8.3 5 41.7 0 o.o 4 33.3 
liis?anic 6 33.3 3 16.7 4 22.2 1 5.6 4 22.2 
Asian 3 9.1 6 18.2 13 39.4 7 21.2 4 12.1 
HPELl 19 100.0 0 o.o 0 o.o 0 o.o 0 o.o 
HPEL2 0 0.0 19 21.1 71 78.9 0 0.0 0 o.o 
HPEL3 0 0.0 0 0.0 3 2.3 44 34.1 82 63.6 
CPEL2 19 100.0 0 o.o 0 o.o 0 0.0 0 0.0 
CPEL3 0 0.0 19 100.0 0 0.0 0 0.0 0 0.0 
CPEL4 0 0.0 0 0.0 74 100.0 0 0.0 0 0.0 
CPELS 0 0.0 0 o.o 0 0.0 44 100.0 0 o.o 
CPEL6 0 o.o 0 o.o 0 0.0 0 0.0 82 100.0 
MEA.."i HEDIAN 
4.6 4.7 
4.6 4.7 
4.7 4.7 
4.9 5.0 
4.3 4.1 
3.7 3.5 
4.1 4.1 
2.0 2.0 
3.8 3.9 
5.6 5.7 
2.0 2.0 
3.0 3.0 
4.0 4.0 
5.0 3.0 
6.0 6.0 
SD 
1.3 
1.3 
1.2 
1.1 
1.5 
1.6 
1.1 
o.o 
0.41 
0.54 
0.0 
0.0 
o.o 
0.0 
0.0 
TOTAL 
t-;'"UHilER 
238 
125 
113 
175 
12 
18 
33 
19 
90 
129 
19 
19 
74 
44 
82 
Q) 
0 
The majority of students (71.8 percent) completed the 
interest inventory in a group (Table 12). Only 28.2 per-
cent requested that the inventory be completed by mail. 
61 
The overall responses of the students on the SCI! Gen-
eral Occupational Theme Scales were similar to those of the 
group on which they were standardized (Table 13). The score 
furthest from the standardized mean was 42.0 (Asians on the 
Artistic (A) scale). 
Consistency, differentiation, and congruence levels on 
the SCI! (Tables 14, 15, and 16, respectively) were all 
similar by sub-grouping. This finding tended to reinforce 
the stability of interest measurement on the SCI! for all 
culture and socioeconomic groups: All levels were rela-
tively high. 
Introversion-Extroversion scales on the SCI! (Table 17) 
were also similar to those of the group on which they were 
standardized. The score furthest from the standardized 
mean was 56.4 (again, Asians). 
Blacks (Table 17) were the most disadvantaged group in 
both academic interests (with a mean of 36.8), upon which the 
motivation is developed to remain on task, and intellectual 
potential (Table 18), from which academic skills can be 
developed (with a verbal aptitude of 370.0, a mathematical 
aptitude of 453.0, and a total aptitude score of 823.0). 
Bresnan's (1976) findings that middle-class youth have higher 
vocational maturity (goal-directed awareness) than do their 
disadvantaged counterparts (according to ethnicity) would 
Total Sample 
Male 
Female 
White 
Black 
Hispanic 
Asian 
HPELl 
HPEL2 
HPEL3 
CPEL2 
CPEL3 
CPEL4 
CPEL5 
CPEL6 
Table 12 
How Testing Occurred Analyzed by Sex, Culture Group, 
and Parent Educational Level 
In "Gi'ohfi/Individual M ai.:l:ed Out. 
NUMBER PERCENTAGE NUMBER PERCENTAGE 
171 71.8 67 28.2 
92 73.6 33 26.4 
79 69.9 34 30.1 
127 72.6 .· 48 27.4 
8 66.7 4' 33.3 
12 66.7 6 33.3 
24 72.7 9 27.3 
13 68.4 6 31.6 
70 77.8 20 22.2 
88 68.2 41 31.8 
13 68.4 6 31.6 
11 57.9 8 42.1 
59 79.7 15 20.3 
30 68.2 14 31.8 
58 70.7 24 29.3 
TOTAL NUMBER 
238 
125 
113 
175 
12 
18 
33 
19 
90 
129 
19 
19 
74 
44 
82 
O'l 
tv 
Total Sample 
Male 
Female 
White 
Black 
Hispanic 
Asian 
HPELl 
HPEL2 
HPEL3 
CPEL2 
CPEL3 
CPEL4 
CPEL5 
CPEL6 
Table 13 
Theme Scales Analyzed by Total Sample, Sex, Culture Group, and 
Parent Educational Levela 
R I A s E 
ME&'l SD MEAN. SD .MEAN SD MEAN SD MEAN SD 
48.6 10.7 49.6 9.4 50.0 11.0 48.5 11.0 49.5 8.9 
52.3 10.7 51.8 8.6 46.6 10.7 45.6 9.6 50.1 9.4 
44.5 9.1 47.1 9.6 53.8 10.0 51.7 11.6 48.9 8.2 
47.7 .10.3 49.2 9.2 51.6 10.5 48.6 11.2 49.2 8.9 
48.7 11.7 47.0 8.2 49.4 7.3 48.7 10.8 52.3 10.8 
52.1 12.9 48.9 11.1 49.7 9.3 49.9 11.1 50.7 8.0 
51.5 11.1 52.8 8.9 42.0 11.9 47.1 10.6 49.5 9.2 
51.9 11.8 49.3 8.0 46.4 10.8 50.3 10.3 49.6 8.6 
49.0 10.2 50.4 9.1 49.6 11.4 49.4 10.0 49.5 8.8 
47.9 10.9 49.0 9.6 50.9 10.7 47.6 11.8 49.5 9.1 
51.9 11.8 49.3 8.0 46.4 10.8 50.3 10.3 49.6 8.6 
46.1 10.4 45.5 9.3 46.1 11.1 45.5 10.4 49.0 9.6 
49.4 10.1 51.0 9.2 50.1 11.4 50.0 9.9 50.0 8.7 
47.1 11.5 48.5 9.4 51.1 10.8 46.5 10.8 50.4 9.2 
48.5 10.6 49.8 9.5 51.1 10.5 48.5 12.2 48.7 9.0 
aNorms for these standardized SCII Scales (T-scores): ~ = 50, cr = 10. 
c TOTAL 
ME.:\N SD NUMBER 
48.3 10.1 238 
48.3 9.2 125 
48.3 11.1 113 
47.5 10.2 175 
50.3 9.1 12 
49.7 12.2 18 
50.8 8.9 33 
51.5 12.4 19 
49.4 9.9 90 
47.1 9.8 129 
51.5 12.4 19 
48.6 12.5 19 
49.3 9.2 74 
47.9 9.7 44 
46.8 10.0 82 
0':1 
to 
Total Sample 
Male 
Female 
White 
Black 
Hispanic 
Asian 
HPELl 
HPEL2 
HPEL3 
CPEL2 
CPELJ 
CPEL4_ 
CPEL5 
CPEL6 
====~~--=="~" .. -~-----~''""""~'-"'"''"" ,., 
Table 14 
Consistency Level Analyzed by Total Sample, Sex, Culture Group, 
and Parent Educational Level 
1 2 3 
Opposite Alternate Adjacent 
NUMBER PERCENTAGE NUMBER PERCENTAGE NUMBER PERCENTAGE 
19 8.0 82 34.5 137 57.6 
10 8.0 45 36.0 70 56.0 
9 8.0 37 32.7 67 59.3 
11 6.3 59 33 ~,7 105 60.0 
:: 
0 0.0 5 4L7 7 58.3 
1 5.6 7 38.9 10 55.6 
7 21.2 11 33.3 15 45.5 
1 5.3 4 21.1 14 73.7 
7 7.8 30 33.3 53 58.9 
11 8.5 48 37.2 70 54.3 
1 5.3 4 21.1 14 73.7 
4 21.1 4 21.1 _ll 57.9 
3 4.1 27 36.5 44 59.5 
5 11.4 20 45.5 19 43.2 
6 7.3 27 32.9 49 59.8 
MEAN MEDIAN 
2.5 2.6 
2.5 2.6 
2.5 2.7 
2.5 2.7 
2.6 2.6 
2.5 2.6 
2.2 2.4 
2.7 2.8 
2.5 2.7 
2.5 2.6 
2.7 2.8 
2.4 2.6 
2.6 2.7 
2.3 2.4 
2.5 2.7 
SD 
0.64 
0.64 
0. 64 
o. 61 
0.52 
0.62 
0.79 
0.58 
0.64 
0.65 
0.58 
0.83 
0.58 
0.67 
0. 63 
TOTAL 
NUMBER 
238 
125 
113 
175 
12 
18 
33 
19 
90 
129 
19 
19 
74 
44 
82 
cr. 
H::o 
Table 15 
Differentiation Level Analyzed by Total Sample, Sex, Culture Group, and 
Parent Educationa:lL ·J,evel 
1 2 3 
Adjacent Alternate Opposite 
NUMBER PERCENTAGE NUMBER PERCENTAGE NUMBER PERCENTAGE MEAN 
Total Sample 59 24.8 100 42.0 79 33.2 2.1 
Male 27 21.6 60 48.0 38 30.4 2.1 
Female 32 28.3 40 35.4 41 36.3 2.1 
White 43 24.6 74 42.3 58 33.1 2.1 
Black 2 16.7 6 50.0 4 33.3 2.2 
Hispanic 5 27.8 6 33.3 7 38.9 2.1 
Asian 9 27.3, 14 42.4 10 30.3 2.0 
HPELl 5 26.3 8 42.1 6 31.6 2.1 
HPEL2 19 21.1 37 41.1 34 37.8 2.2 
HPEL3 35 27.1 55 42.6 39 30.2 2.0 
CPEL2 5 26.3 8 42.1 6 31.6 2.1 
CPEL3 5 26.3 6 31.6 8 42.1 2.2 
CPEL4 14 18.9 33 44.6 27 36.5 2.2 
CPEL5 17 38.6 11 25.0 16 36.4 2.0 
CPEL6 18 22.0 42 51.2 22 26.8 2.0 
MEDIAN SD 
2.1 0.76 
2.1 o. 72 
2.1 0.80 
2.1 0.76 
2.2 o. 72 
2.2 0.83 
2.0 o. 77 
2.1 0.78 
2.2 0.75 
2.0 0.76 
2.1 0. 78 
2.3 0.83 
2.2 0.73 
2.0 0.88 
2.0 0.70 
TOTAL 
NUMBER 
238 
125 
113 
175 
12 
18 
33 
19 
90 
129 
19 
19 
74 
44 
82 
O'l 
Ol 
~·· 
Table 16 
Congruence Level Analyzed by Total Sample, Sex, Culture Group, 
and Parent Educational Levela 
1 2 3 4 
oa:osite Alternate _Mjacent Identical TOTAL 
NUMBER PERCENTAGE NUYillER PERCENTAGE Nill!BER PERCENTAGE Nill1BER PERCENTAGE MEAN MEDIAN SD 0l'L'}1BER 
Total Sample 19 8.0 57 23.9 80 33.6 82 34.5 2.9 3.0 0.95 238 
Male 17 13.6 35 28.0 40 32 •. 0 33 26.4 2.7 2.8 1.00 125 
Female 2 1.8 22 19.5 40 35.4 49 43.4 3.2 3.3 0.82 113 
"-'bite 8 4.6 40 22.9 63 36.0 64 36.6 3.0 3.1 0.88 17 5 
Black 1 8.3 4 33.3 4 33.3 3 25.0 2.8 2.8 0.97 12 
Hispanic 1 5.6 5 27.8 7 38.9 5 27.8 2.9 2.9 0.90 18 
Asian 9 27.3 8 24.2 6 18.2 10 30.3 2.5 2.4 1.20 33 
HPELl 3 15.8 4 21.1 7 36.8 5 26.3 2.7 2.9 1.00 19 
HPEL2 9 10.0 27 30.0 25 27.8 29 32.2 2.8 2.9 1. 00 90 
HPEL3 7 5.4 26 20.2 48 37.2 48 37.2 3.1 3.2 0.89 129 
CPEL2 3 15.8 4 21.1 7 36.8 5 26.3 2.7 2.9 1.00 19 
CPEL3 3 15.8 6 31.6 6 31.6 4 21.1 2.6 2.6 1. 00 19 
CPEL4 6 8.1· 22 29.7 20 27.0 26 35.1 2.9 3.0 0.99 74 
CPELS 3 6.8 10 22.7 17 38.6 14 31.8 3.0 3.0 0.91 44 
CPEL6 4 4.9 15 18.3 30 36.6 33 40.2 3.1 3.2 0.88 82 
--
aCongruence level on this table means how close an occupational theme represented by a student's listed college major is to that student's 
highest general occupational theme score on the SCI! in an ascending order of closeness (1 through 4). Listed majors, however, tend to be 
considerably more unstable than actual occupational activity within an employment setting (Holland, 1973); as such, this table will give 
only a very generalized and imprecise comparison. 
(3) 
C) 
Table 17 
AOR and I-E Scales Analyzed by Total Sample, Sex, Culture 
Group, and Parent Educational Levela 
AOR I-E 
MEAN SD MEAN SD TOTAL NUMBER 
Total Sample 44.6 14.1 49.6 11.8 238 
Male 44.5 14.1 51.4 10.9 125 
Female 44.6 14.1 47.6 12.6 113 
White 45.8 14.5 48.5 11.1 175 
Black 36.8 11.5 48.5 11.0 12 
Hispanic 41.7 13.8 48.6 13.4 18 
Asian 42.6 12.0 56.4 13.2 33 
HPELl 41.3 13.2 52.2 11.6 19 
HPEL2 46.1 13.6 49.2 11.6 90 
HPEL3 44.0 14.5 49.5 12.1 129 
CPEL2 41.3 13.2 52.2 11.6 19 
CPEL3 40.5 11.-9 .. · 51.2 11.1 19 
CPEL4 46.6 14.8 48.6 11.5 74 
CPELS 43.3 11.7 50.3 10.6 44 
CPEL6 45.1 15.1 49.1 13.1 82 
aNorms for these standardized SCII scales (T-scores): ll = 50, a= 10. 
AOR scale (D. Campbell, 1974): Those having not graduated from high 
school tend to score below 40; undergraduate college students tend to 
score in the 40's; graduate students working on master's degrees tend 
to score 50-54; doctoral students tend to score 55-59; and doctoral 
graduates tend to score 60 and above. The scale represents progres-
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sive interests in the arts and sciences, but is not related to academic 
achievement. 
I-E scale (D. Campbell, 1974): A score of 40 (extrovert) or below denotes 
an interest in working with people over things or data, while a score of 
60 (introvert) or above means a definite interest in working with things 
or data rather than with people. Keeping in mind that these scores are 
a reflection of measured occupational preference and not necessarily of 
personal relationships in general, a progressively lower or higher score 
from the mean indicates a person within the average range of scores who 
has tendencies toward either extroversion or introversion, respectively. 
Table 18 
Scholastic Aptitude Test (SAT) Scores Analyzed by Total Sample, 
Sex, Culture Group, and Parent Educational Level a 
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v M 
MEAN SD MEAN 
T 
SD MEAN ·sn 
TOTAL 
NUMBER 
Total Sample 472.6 
Male 466.5 
Female 479.0 
White 492.7 
Black 370.0 
Hispanic 398.8 
Asian 444.2 
HPELl 418.7 
HPEL2 462.2 
HPEL3 486.3 
CPEL2 418.7 
CPEL3 460.8 
CPEL4 461.3 
CPEL5 475.4 
CPEL6 493.2 
96.7 
89.9 
103.5 
91.2 
99.1 
83.7 
83.1 
97.7 
91.6 
97.3 
97.7 
101.5 
89.2 
93.7 
99.7 
524.1 
542.8 
504.5 
532.8 
453.0 
459.4 
543.8 
458.7 
528.4 
530.0 
458.7 
524.6 
526.6 
519.7 
537.1 
94.9 
78.7 
106.3 
88.2 
112.5 
125.5 
77.3 
101.6 
87.8 
95.9 
101.6 
70.5 
92.1 
93.1 
97.1 
996.7 166.3 
1009.3 139.1 
983.5 190.5 
1025.5 153.1 
823.0 200.1 
858.2 181.0 
988.1 134.4 
877.3 174.1 
990.5 161.1 
1016.3 163.0 
877.3 174.1 
985.4 158.0 
987.9 162.9 
995.1 152.6 
1030.3 167.2 
238 
125 
113 
175 
12 
18 
. 33 
19 
90 
129 
19 
19 
74 
44 
82 
aNorms for these Standardized College Entrace Examination Board (CEEB) 
Scores: 11 = 500, a = 100, except for Total which is only a summation 
of Verbal and Mathematical scores. · 
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seem to hold true for th~s study, in that blacks were dis-
advantaged in the current population relative to their total 
orientation to academic work, where vocational maturity for 
occupations requiring a college diploma appeared quite low. 
It is noteworthy in this context to recall that, in spite 
of lower parent educational levels when compared with the 
other culture group·s, the Hispanic academic orientation and 
three sets of SAT scores ·were not lower than those for the 
black group. Spanish language background was not a greater 
handicap for verbal facilitiy on the academic level than 
was the English language for blacks. 
II. METHODOLOGY AND INSTRUMENTATION 
This was a correlation study which utilized two stan-
dardized tests for which the validity and reliability have 
been previously established. The following information 
further specifies this validity and reliability. 
Inter~st Testing 
The SCII, as a measure of current occupational interest 
patterns based upon past experience (D. Campbell, 1974), was 
chosen because it is a relevant occupational interest 
inventory (Harmon, 1976) for this study. Test-retest reli-
ability during development of the SCII ranged from the low 
.90's to the high .80's for a two-week and 30-day period, 
respectively. Predictive validity from seven to 18 years 
has been approximately 50 percent, according to the SCII 
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manual. DiSabatino (1976) reported the SCII to be essen-
tially free of the sex bias that has served to psychologi-
cally inhibit women from aspiring to prestigious and satis-
fying occupations because of socialization patterns different 
from those experienced by men. This observation was pre-
viously voiced by Campbe~l after he developed the SCII. 
Several studies have examined either content, concurrent, 
\' 
or construct validity as they related to Holland's theory 
over several sex, culture, and socioeconomic groups to 
establish the theory's ability to gradate presently consti-
tuted interests on the SCII (Campbell; Costa, Fozard, & 
McCrae, 1977; Feldman & Meir, 1976; Hansen, 1974; Kunce, 
Decker, & Eckelman, 1976; Laudeman, 1976; Meadows, 1975; 
O'Brien, 1975; O'Brien & Walsh, 1976; Rayman, 1975; Smart, 
1976; Worthington & Dolliver, 1977). 
Buro~ (1978) evaluated the SCII with the following 
reviews. Robert H. Dolliver rated it as the best available 
interest inventory. Richard W. Johnson viewed it as well 
constructed and as reliable and valid as its older versions. 
Patricia W. Lunneborg and Jean C. Steinhauer, however, were 
most. vocal in their criticism of separate norming for· the 
sexes on the occupational scales instead of using a method 
whereby joint sex norming could occur for each occupation 
and for a greater variety of occupations. Lunneborg sug-
gested that more reference--botn in the manual and during 
test interpretation--be made to the general occupational 
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themes for a broader perspective about occupations for women. 
In fact, the occupational themes escaped criticism from any 
source, except that information about their scale content 
and item weights were not revealed by Campbell so that they 
can be directly tested and researched. The themes were 
regarded as an improvement since they reinforce the inventory 
with a backdrop of sound occupational choice theory. Relia-
bility and validity information offered by Campbell were 
reiterated and accepted. Regardless of the controversy 
surrounding the sex norming procedures used on the occupa-
tional scales, the general occupational theme scales are 
considered to be of most importance to the current research 
for the theoretical, empirical, and pragmatic reasons out-
lined here. 
The SCII's used in this study were machine-scored by 
Interpretive Scoring Systems (A Division of National Computer 
Systems, Inc.), 4401 W. 76th St., Minneapolis, Minnesota 
55435. Hansen's (1977) study of SCII machine-scoring revealed 
that scoring errors were minimal, revealing fewer errors 
than for similar studies with its predecessor, -the Strong 
Vocational Interest Blank (SVIB). 
Aptitude Test·ing 
The SAT, as a measure of future academic/occupational 
success built upon past experience, was chosen as a relevant 
aptitude measure for this study (L. Goldman, 1971; Beldner, 
1976). Educational Testing Service (l979): indicated that 
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the most recent reliability data for the SAT (Kuder-Richardson 
Formula (20)) revealed .91 and .92 for the verbal and mathe-
matical sections, respectively, in a study done on random 
samples of high school students having taken this test during 
the 1976-78 school years; median validity coefficients for 
the range of college majors was .31 to .40 for the verbal 
sections and .35 to .41 for the mathematical sections. 
Peplau (1976) found that the career aspirations of 
women correlated positively (specific correlation not stated) 
with their SAT verbal scores while the sex role traditionalism 
of other women correlated negatively with their SAT verbal 
scores (r = -.22, p < .05). Williams, Jones, Ruger, and 
Zahradka (1975) stated: "All of the studies that have been 
made on the SAT on this issue clearly suggest that the .. 
instrument predicts equally well for all minorities as for 
the majority" (p. 573), with its verbal scores having been 
the most consistent predictor. The validity of SAT scores 
in general and for blacks and Hispanics in particular--and 
the close relationship between ACT and SAT validities--have 
been well documented through the years (Aleamoni & Obeler, 
1978; Angoff, 1965; Centra, Linn, & Parry, 1970; Cleary, 
Humphreys, Kendrick, & Wesman, 1975; Goldman & Hewitt, 1975; 
Passons, 1967; Pfeifer, 1976; Rever & Kojaku, 1976; Sgan, 
1964). 
Fiume (1976) demonstrated how the academic potential 
of college students of both sexes was predicted by SAT verbal 
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scores but not by high school and college grade point 
averages (GPA's). Price and Kim (1976) discovered that 
college aptitude tests tended to be more predictive of col-
lege GPA than was high school GPA on social studies, mathe-
matics, and composite scores. The foregoing studies make 
questionable L. Goldman's (1971) earlier findings from 
numerous studies, which concluded that high school GPA's 
were better predictors of success in college than college 
entrance (aptitude) tests of all types. For an explanation 
of this difference in findings, Maxey, Wimpey, Ferguson, & 
Hanson (1976) found evidence for progressively lower scores 
obtained on standardized college entrance examinations 
commensurate with the gradual lowering of high school grading 
standards from 1970 t6 1975. This evidence from several 
sources tends to strengthen the credibility of the SAT to 
measure future academic potential. 
The Associated Press ("SAT Scores," 1979) reported that 
information received from the College Entrance Examination 
Board (CEEB) for the 1978-1979 school year revealed that 
SAT verbal (V) scores averaged 427 and mathematical (M) 
scores averaged 467. They had dropped by two and one points, 
respectively, from the previous year, and ten years before 
had averaged 463 and 493. This report quoted a 1977 CEEB 
study which blamed Watergate, Vietnam, relaxed standards, 
changes in the family, and television--among other factors--
for the score decline; all culture group scores declined. 
:: 
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Low income youth and minority groups were said to have scored 
100 points less than average, generally, but it was not 
stated whether the average was the standard mean, current 
total mean, or the means for the V and M sub-scales; neither 
was minority group nor low income defined. It tended to con-
form, however, to studies by Baker (1977), Conway (1977), 
and the Education Commission of the States (1977), which 
revealed the continuing superiority of white academic skill 
over that of blacks and of the higher parent educational 
levels of the middle socioeconomic classes over their lower 
counterparts. Another Associated Press release ("State's 
Seniors,'' 1979) reported that Wilson Riles, California State 
Superintendent of Public Instruction, provided the following 
SAT score information for California's high school seniors 
during the same year: V scores averaged 428 (males: 432; 
females: 424); M scores averaged 473 (males: 502; females: 
447). These scores may be compared with those in Table 18. 
III. PRPCEDURES 
A form letter (Appendix B) was mailed to each sample 
student giving (1) a brief and general rationale for the 
study; (2) the need to enlist his/her cooperation; (3) the 
date, time, and place to appear to answer the interest in-
ventory; (4) the phone number available for any questions 
he/she might have; and (5) confirmation that an interpretive 
copy of the interest inventory would be returned to each 
1] 
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student with confidentiality and privacy respected at each 
step of the research process. At the time the SCII was 
given, each student was asked to complete a supplementary 
questionnaire to indicate parental educational background 
and culturejethnic identification (Appendix C). 
By the end of the first group session only 36 (14.7 
percent) of the total sample (245) had completed the SCII, 
whereas 238 (97.1 percent) was the final number agreeing 
to participate in the study. For those unable to attend the 
initial testing session, in addition to mailing out and 
receiving completed inventories through the mail, it was 
necessary to schedule numerous groups and individual sessions 
by telephone. 
Similar instructions to all students were given by the 
researcher as a supplement to those contained on the inven-
tory. All SCII's returned were valid in that they were 
thoroughly completed and infrequent responses were within 
the normal range. The process of inventory completion 
occurred from October 1978 th~ough January 1979. 
SAT score information on each student was obtained 
through the Office of the Registrar with assistance from the 
Office of Admissions and the College of the Pacific Dean's 
Office. In addition, the Office of Admissions provided a 
College Entrace Examination Board conversion table (Appen-
dix D) to convert the American College Test (ACT) scores of 
three students to SAT scores to be used in the computational 
data for this study. 
' i 
Each student received a copy of his/her completed 
interest profile with an accompanying letter (Appendix E). 
The researcher followed-up with personal interpretations, 
as previously offered, if requested by the student. 
IV. STATISTICAL PROCEDURES 
The data were treated by computing a Pearson product-
moment correlation coefficient (~) between all SAT verbal, 
mathematical, or total scores and each of the SCI! general 
occupational theme scale scores, consistency levels, and 
differentiation levels. 1 Fisher's Z-transformations were 
used to change the computed correlation coefficients to Z-
scores for each correlated group by sex, culture group, 
HPEL, and CPEL. 
A critical Z-ratio test (Glass & Stanley, 1970) was 
performed to determine if a significant difference existed 
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between levels on each variable: Z = (z!l-ZE2f' lj(nl-3)+1/(n2-3). 
Due to the many hundreds of comparisons that were made, only 
those revealing a significance level of .10 or less were 
reported. A .01 significance level was the standard on which 
all findings were evaluated. The .05 and .10 significance 
levels were considered only if they were determined to sup-
port any pattern of differences based upon the .01 standard. 
1statistical analyses were done on the Burroughs System 
Serial: 255, B6700: UOP/MCP 308.111.00.176 of the University 
of the Pacific Computer Center using the SPSS Statistical 
Package. 
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When significant differences were common to more than one 
major variable category, partial correlation coefficients 
were computed to determine their respective influences. In 
addition, the issue of practical significance was discussed 
for all findings associated with statistical significance. 
V. HYPOTHESES 
Hypothesis I (48 comparisons). No differential rela-
tionship according to sex exists between SAT scores and SCII 
theme scales, consistency levels, or differentiation levels. 
Sub-hypothesis l (12 comparisons): No differen-
tial relationship according to sex exists between SAT verbal 
scores of university undergraduate students and their SCII 
general occupational theme scales of Realistic (R), Inves-
tigative (I), Artistic (A), Social (S), Enterprising (E), 
or Conventional (C). 
Sub-hypothesis 2 (12 comparisons): No differen-
tial relationship according to sex exists between SAT mathe-
matical scores of university ~ndergraduate students and their 
SCI! general occupational theme scales of R, I, A, S, E, or 
c. 
Sub-hypothesis 3 (12 comparisons): No differen-
tial relationship according to sex exists between SAT total 
scores of university undergraduate students and their SCII 
general occupational theme scales of R, I, A, S, E, or C. 
Sub-hypothesis 4 (2 comparisons): No differential 
relationship according to sex exists between SAT verbal scores 
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of university undergraduate students and their SCII general 
occupational theme consistency levels. 
Sub-hypothesis 5 (2 comparisons): No differential 
relationship according to sex exists between SAT mathematical 
scores of university undergraduate students and their SCII 
general occupational theme consistency levels. 
Sub-hypothesis 6 (Q comparisons): No differential 
relationship according to sex exists between SAT total scores 
of university undergraduate students and their SCII general 
occupational theme consistency levels. 
Sub~hypothesis 7 (2 comparisons): No differential 
relationship according to sex exists between SAT verbal 
scores of university undergraduate students and their SCII 
··-~·' .. " 
general occupational theme differentiation levels. 
Sub-hypothesis 8 (2 comparisons): No differential 
relationship according to sex exists between SAT. mathematical 
scores of university undergraduate students and their SCII 
general occupational theme differentiation levels. 
Sub-hypothesis 9 ( 2· comparisons): No differential 
relationship according to sex exists between SAT total 
scores of university undergraduate students and their SCII 
general occupational theme differentiation levels. 
Hypothesis II (96 comparisons). No differential 
relationship according to culture group exists between SAT 
scores and SCII theme scales, consistency levels, or dif-
ferentiation levels. 
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Sub-hypothesis 10 (24 comparisons): No differ-
ential relationship according to culture group (white, black, 
Hispanic, Asian) exists between SAT verbal scores of uni-
versity undergraduate students and their SCII general occupa-
tional theme scales of R, I, A, S, E, or C. 
Sub-hypothesis 11 (24 comparisons): No differen-
tial relationship according to culture group (white, black, 
Hispanic, Asian) exists between SAT mathematical scores of 
university undergraduate students and their SCII general 
occupational theme scale of R, I, A, S, E, or C. 
Sub-hypothesis 12 (24 comparisons): No differen-
tial relationship according to culture group (white, black, 
Hispanic, Asian) exists between SAT total scores of univer-
sity undergraduate students and their SCII general occupa-
tional theme scales of R, I, A, S, E, or C. 
Sub-hypothesis 13 (4 comparisons): No differen-
tial relationship according to culture group (white, black, 
Hispanic, Asian) exists between SAT verbal scores of uni-
versity undergraduate students and their SCII general occu-
pational theme consistency levels. 
Sub-hypothesis 14 (4 comparisons): No differen-
tial relationship according to culture group (white, black, 
Hispanic, Asian) exists between SAT mathematical scores of 
university undergraduate students and their SCII general 
occupational theme consistency levels. 
Sub~hypothesis 15 (4 comparisons): No differen-
tial relationship according to culture group (white, black, 
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Hispanic, Asian) exists between SAT total scores of univer-
sity undergraduate students and their SCI! general occupa-
tional theme consistency levels. 
Sub-hypothesis 16 (4 comparisons): No differential 
relationship according to culture group (white, black, His-
panic, Asian) exists between SAT verbal scores of university 
undergraduate students and their SCI! general occupational 
theme differentiation levels. 
Sub-hypothesis 17 (4 comparisons): No differen-
tial relationship according to culture group (white, black, 
Hispanic, Asian) exists between SAT mathematical scores of 
university undergraduate students and their SCI! general 
occupational theme differentiation levels. 
---
Sub-hypothesis 18 (4 comparisons): No differential 
relationship according to culture group (white, black, 
Hispanic, Asian) exists between SAT total scores of univer~ 
sity undergraduate students and thei~ SCI! general occupa-
tional theme differentiation levels. 
Hypothesis III (72 comparisons). No differential 
relationship according to HPEL exists between SAT scores and 
SCI! theme scales, consistency levels, or differentiation 
levels. 
Sub-hypothesis 19 (18 comparisons): No differen-
tial relationship according to HPEL exists between SAT verbal 
scores of university undergraduate students and their SCI! 
general occupational theme scales of R, I, A, S, E, or C. 
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Sub-hypothesis 20 (18 comparisons): No differen-
tial relationship according to HPEL exists between SAT mathe-
matical scores of university undergraduate students and 
their SCI! general occupational theme scales of R, I, A, S, 
E, or C. 
Sub-hypothesis 21 (18 comparisons): No differen-
tial relationship according to HPEL exists between SAT total 
scores of university undergraduate students and their SCI! 
general occupational theme scales of R, I, A, S, E, or C. 
Sub-hypothesis 22 (3 comparisons): No differen-
tial relationship according to HPEL exists between SAT 
verbal scores of university undergraduate students and 
their SCII general occupational theme consistency levels. 
Sub-hypothesis 23 (3 comparisons): No differen-
tial relationship according to HPEL exists between SAT 
mathematical scores of university undergraduate students 
and their SCI! general occupational theme consistency levels. 
Sub-hypothesis 24 (3 comparisons): No differen-
tial relationship according to HPEL exists between SAT total 
scores of university undergraduate students and their SCII 
general occupational theme consistency levels. 
Sub-hypothesis 25 (3 comparisons): No differen-
tial relationship according to HPEL exists between SAT 
verbal scores of university undergraduate students and their 
SCII general occupational theme differentiation levels. 
Sub-hypothesis 26 (3 comparisons): No differen-
tial relationship according to HPEL exists between SAT 
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mathematical scores of university undergraduate students and 
their SCI! general occupational theme differentiation levels. 
Sub-hypothesis 27 (3 comparisons): No differen-
tial relationship according to HPEL exists between SAT total 
scores of university undergraduate students and their SCI! 
general occupational theme differentiation levels. 
Hypothesis IV (120 comparisons). No differential 
relationship according to CPEL exists between SAT scores 
and SCI! theme scales, consistency levels, or differentiation 
levels. 
Sub-hypothesis 28 (30 comparisons): No differen- - i 
! 
tial relationship according to CPEL exists between SAT verbal 
scores of university undergraduate students and their SCI! 
general occupational theme scales of R, I, A, S, E, or C. 
Sub-hypothesis 29 (30 comparisons): No differen-
tial relationship according to CPEL exists between SAT 
mathematical scores of university undergraduate students and 
their SCI! general occupational theme scales of R, I, A, S, 
E, or C. 
Sub-hypothesis 30 ( 30 comparisons): ··No differen-
tial relationship according to CPEL exists between SAT total 
scores of university undergraduate students and their SCI! 
general occupational theme scales of R, I, A, S, E, or C. 
Sub-hypothesis 31 (5 comparisons): No differen-
tial relationship according to CPEL exists between SAT verbal 
scores of university undergraduate students and their SCI! 
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general occupational theme consistency levels. 
Sub-hypothesis 32 (5 comparisons): No differen-
tial relationship according to CPEL exists between SAT 
mathematical scores of university undergraduate students and 
their SCII general occupational theme consistency levels. 
Sub-hypothesis 33 (5 comparisons): No differen-
tial relationship according to CPEL exists between SAT total 
scores of university undergraduate students and their SCII 
general occupational theme consistency levels. 
Sub-hypothesis 34 (5 comparisons): No differen-
tial relationship according to CPEL exists between SAT 
verbal scores of university undergraduate students and their 
SCII general occupational theme differentiation levels. 
Sub-hypothesis 35 (5 comparisons): No differen-
tial relationship according to CPEL exists between SAT 
mathematical scores of university undergraduate students and 
their SCII general occupational theme differentiation levels. 
Sub-hypothesis 36 (5 comparisons): No differen-
tial relationship according to CPEL exists between SAT 
total scores of university undergraduate students and their 
SCII general occupational theme differentiation levels. 
VI. SUMMARY 
This study was conducted during the Fall and Winter 
terms of the 1978-1979 school year. The sample consisted 
of undergraduate students from o·nly one small private 
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university (University of the Pacific, Stockton, California) 
representing all major disciplines, so that a concerted and 
focused effort could be made to enlist the cooperation of 
as many non-volunteer students as possible for overall 
validity of the findings. This procedure necessitated 
numerous phone, letter, and personal contacts with most of 
the individual students before they could be persuaded to 
complete the SCII. Of the 238 participating students, 203 
were actually included in the statistical procedures. 
For purposes of analysis, Pearson product-moment corre-
lation coefficients, Fisher's Z-transformations, critical 
Z-ratio tests, and partial correlation coefficients were 
performed to examine aptitude-interest relationships between 
levels within each of~the four major variables. The .05 
and .10 levels of significance were considered if they 
supported a pattern of differences based upon a .01 standard 
for level of confidence. 
Chapter IV 
RESULTS 
This chapter focuses upon the statistical and evaluative 
treatment of the data as it relates to the hypotheses of the 
study. In order to better communicate the nature of the 
data used to either accept or reject the hypotheses, the 
chapter was divided into two sections: (1) The correlation 
data between the aptitudes and interests within each major 
group variable are examined to either support or reject the 
hypotheses; the comparisons of correlation data within these 
groups are presented; this information is supplemented by 
correlation tables. (2) Partial correlations are scrutinized 
for a more specific appraisal of the findings. 
I. CORRELATION DATA BETWEEN APTITUDES AND INTERESTS 
Total Sample "(T) Correlations 
T correlations range fro~ r = .01 to r = .35 and r = -.01 
to r = -.18 on the 24 comparisons. This finding is similar 
to the correspondence found between more specific abilities 
and interests in other studies (Chapter II). Table 19 
illustrates these correlations (r) with their probabilities 
(p) of occurrence under the null hypothesis. 
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Table 19 
Total Sample Correlations Between Aptitudes 
and Interests (N = 203) 
SAT-SCI! r E -
l. v- R -.12 .09 
2. v - I .10 .15 
3. v - A .35 .001 
4. v - s -.02 .83 
5. v - E -.07 .32 
6. v - c -.18 .01 
7. M - R .30 .001 
8. M - I .35 .001 
9. M - A -.01 .89 
10. M - s .03 .72 
11. M - E -.02 .80 
12. M - c .10 .16 
13. T - R .10 .15 
14. T - I .26 .001 
15. T - A .20 .004 
16. T - s .01 . 94 
17. T - E -.05 .47 
18. T - c -.05 .48 
19. v - CONSISTENCY :o6 . 38 
20. M - CONSISTENCY .07 .35 
21. T - CONSISTENCY . 07 .29 
22. v- DIFFERENTIATION .05 .49 
23. M - DIFFERENTIATION .16 .03 
24. T - DIFFERENTIATION .12 .10 
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Sex 
Hypothesis I. No differential relationship according 
to sex exists between SAT scores and SCII theme scales, 
consistency levels, or differentiation levels (sub-hypotheses 
one through nine). Correlations by sex range fro~ r = .07 to 
r = .45 and r = -.03 t6 r = -.20 for males (M), and from 
r = .01 to r = .28 and r = -.01 t6 r = -.21 for females (F) 
on the 24 comparisons. Table 20a indicates on which aptitude-
interest comparisons (asterisks) significant differences 
(p -~ .10) between the sexes occur .. A correlation table 
(Table 20b) clearly depicts the .10 levels of significance. 
No higher levels of significance were found. Since only a 
.10 level of significant difference exists for comparisons 5 
(V-E) and 17 (T-E) on Table 20a, the null hypothesis with 
its nine sub-hypotheses is tenable. 
Culture Group 
Correlations by culture group range from£= .01 to 
r .36 and r = -.01 tor= -.15 for whites, £ = .00 to 
r = .37 and r = .00 tor= 0.69 for blacks, r = .05 tor= 
.58 and r = -.11 to r = -.61 for Hispanics, and r = .02 to 
r = .48 and r = -.05 tor = -.17 for Asians. Table 21 illus-
trates these comparisons with their levels of significance. 
In addition to indicating on which aptitude-interest 
comparisons (asterisks) significant differences (p ~ .10) 
between culture groups occur, Table 2la delineates (underlined) 
l. 
2. 
3. 
4. 
5. 
6. 
7. 
8. 
9. 
10. 
ll. 
12. 
13. 
14. 
15. 
16. 
17. 
18. 
19. 
20. 
21. 
22. 
23. 
24. 
Table 20a 
Sex Correlations Between Aptitudes and Interests 
(See Table 20b for additional explanation) 
Ma.le (N = 104) Female (N = 99) 
SAT-SCI I 
V- R 
V - I 
V- A 
v - s 
V - E* 
v - c 
M - R 
M - I 
M - A 
M - S 
M - E 
M - C 
T - R 
T - I 
T - A 
T - S 
T - E* 
T - C 
V - CONSISTENCY 
M - CONSISTENCY 
T - CONSISTENCY 
V - DIFFERENTIA-
TION 
M - DIFFERENTIA-
TION 
T - DIFFERENTIA-
TION 
r 
-.15 
.15 
.45 
-.10 
-.19 
-.15 
. 30 
. 36 
.08 
.07 
-.13 
.10 
.08 
.30 
.33 
-.03 
-.20 
-.05 
.14 
.08 
.14 
.09 
.27 
.21 
.14 
.13 
.001 
.33 
.05 
.13 
.002 
.001 
.42 
.51 
.18 
.33 
.44 
.002 
.001 
.80 
.05 
.67 
.16 
.41 
.17 
.36 
.006 
.03 
r 
-.06 
.10 
.27 
.01 
.05 
-.21 
.21 
.28 
.04 
.10 
.08 
.11 
.09 
.21 
.17 
.06 
.07 
-.05 
-.01 
.05 
.03 
.02 
.07 
.05 
.56 
. 31 
.007 
.94 
.61 
.04 
.04 
.005 
.72 
.31 
.44 
.27 
.40 
.04 
.11 
.55 
.48 
.61 
. 96 
.62 
.81 
.86 
.47 
.61 
* .10 level of significant difference between sexes using 
a critical Z-ratio test (two comparisons) 
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Table 20b 
Sex Correlation Table 
FEMALE 
v M T 
R 
I 
M A A 
L s E 
E * * 
c 
CONSISTENCY 
DIFFERENTIATION 
* .10 level of significant difference between sexes using 
a critical Z-ratio test (two comparisons) 
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correlations greater than r = .50 and less than r = -.50. 
A correlation table (Table 2lb) clearly depicts the pat-
terns in the various levels of significance. 
The following comparisons are significant between the 
culture groups indicated in Table 2la: 
1. (#6) V-C. A significantly high negative correla-
tion (~ < -.50) for Hispanics exists which is significantly 
different from the relatively low correlations for either 
Asians (E ~ .01) or whites (p ~ .05). 
2. (#18) T-C. A low negative correlation (r > -.50) 
for Hispanics exists which is significantly different from 
the low correlation for Asians (E ~ .05). 
3. (#10) M-S. (E .S.. .05), (#12) T-S (p .S.. .10), and 
(#16) M~C (p ~ .05). A significantly high negative correla-
tion (r < -.50) for blacks exists which is significantly 
different from the correlations for either Asians or whites. 
4. (#18) T-C. A negative correlation (~ < -.50) for 
blacks exists which is significantly different from the 
low correlation for Asians (~ ~ .05). 
The remainder of the comparisons between culture groups 
is deemed not to be significant for this study because 
levels of significant differences were greater than .01 and 
no clear pattern of relationship could be established between 
aptitude and interest comparisons within the major group 
variable (culture group) or in concordance with other major 
group variables. The clear patterns involved several C 
and S scale items with a combination of p ~ .01, p .s_ .05, 
Table 2la 
Culture Group Correlations Between Aptitudes and Interests 
(See Table 2lb for additional explanation) 
White (N = 150) Black (N = 10) Hispanic (N = 17) Asian (N = 26) 
SAT-SCII r .E. r .E. r .E. r .E. -
1. V- R -.08 . 31 .10 • 7 9 -.23 .37 .02 . 91 
2. V- I .15 • 07 .16 ~66 -.19 .47 .19 .37 
3. V-A* .36 .001 .37 ~30 -.19 .46 .48 • 02 
4. v - s"~ .01 .89 -.38 .28 -.42 .09 .16 .45 
5. V- E -.01 .• 90 -.14 .71 -.42 .10 -.05 • 82 
6. V- C* -.15 .07 -.35 .33 -.61 .01 .24 • 24 
7. M-R .36 .001 -.06 .87 .58 .02 .17 .41 
8. M- I .35 .001 .02 • 97 .45 .08 .39 .05 
9. M-A .04 .62 -.14 .69 -.30 .24 .30 .88 
10. M- S* .12 .13 -.69 . 03 -.34 .19 .06 .77 
11. M-E .05 .59 -.28 .44 .05 .84 -.17 .42 
12. M- C* .19 .02 -.66 .04 -.11 • 68 .24 .25 --
13. T- R .16 .06 .01 .97 .29 .26 .11 .59 
14. T- I .29 .001 .09 .81 .22 .40 .34 .09 
15. T- A* .24 .003 .10 .79 -.30 .25 .32 .12 
16. T- S* .08 .34 -.57 .09 -.43 .09 .13 .52 
17. T- E .02 .82 -.22 .54 
CD 
-.16 • 55 -.13 .54 )-J 
'I 
I 
I 
Table 2la (continued) 
l\Thite (N = 150) Black (N = 10) Hispanic (N = 17) 
SAT-SCI I r .E. r .E. r .E. -
18. T - C* .02 .81 -.54 .11 -.36 .16 
19. V - CONS. .06 .49 .05 .90 .18 .49 
20. M - CONS * -.03 .75 .00 1.00 .44 . 08 
21. T - CONS .02 .83 .02 • 96. .39 .13 
22. V - DIFF * -.01 • 93 .08 .84 .06 .81 
23. M - DIFF .11 .19 .17 • 64 .36 .17 
24. T - DIFF * .06 ·.49 .13 • 72 • 28 . 29 
* < .10 level of significant difference between culture groups using a critical Z-ratio test 
(ll comparisons) 
(underlined) r > .50 (six comparisons) 
'' 
I 
Asian (N = 26) 
r .E. -
• 29 .16 
.04 .86 
.48 . 02 
.30 .14 
.40 • 05 
.35 .09 
.45 • 03 
to 
N 
* 
** 
*lb~ 
w 
H 
I 
T 
E 
.10 1 
diffe 
group 
ratio 
.OS 1 
diffe 
group 
ratio 
.01 1 
diffe 
group 
ratio 
(unde 
rejec 
(ten 
hypot 
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Table 2lb 
Culture Group Correlation Table 
BLACK HISPANIC ASIAN 
V M T V M T V M T 
R 
I 
A ** ** 
s ** * * * - -
E 
c ** ** - -
CONSISTENCY * ** 
DIFFERENTIATION * ** 
R 
...• 
I 
.·.; .. , B A 
L s ** * - -A 
c E 
K c ** ** - -
eve! of significant • 
renee between culture CONSISTENCY 
s using a critical z-
test (nine comparisons) DIFFERENTIATION 
evel of significant 
renee between culture R 
s using a critical Z- I -
test (12 comparisons) 
H A ** * eve! of significant I 
renee between culture s s * * 
s using a critical Z- p E 
test (one comparison) A c *** ** rlined) indicates the N -- -
ted sub-hypotheses I CONSISTENCY 
through 12) of the null c DIFFERENTIATION 
hesis (ten comparisons) 
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and£~ .10 levels of significance when compared with apti-
tudes. Remaining comparisons of some significance seemed 
to be isolated from other findings. 
Hypothesis II. No differential relationship according 
to culture group exists between SAT scores and SCII theme 
scales (sub-hypotheses ten through 12), consistency levels 
(sub-hypotheses 13 through 15), or differentiation levels 
(sub-hypothesesl6 through 18). Sub-hypotheses ten through 
12 of the null hypothesis are rejected while the remaining 
six sub-hypotheses(l3 through 18) are tenable. 
The differential relationshipswere established for 
·specific aptitude scores on specific interest theme scales 
as already outlined. Differential relationships were not 
established for any aptitude scores on either interest con-
sistency or interest differentiation. 
HPEL 
Correlations by HPEL range from r = .04 to r = .66 and 
r = -.02 to r = -.68 for HPEL - 1, r = .01 to r = .29 and 
r = -.01 to r = -.27 for HPEL 2, and r = .00 to r = .43 - -
and r = .00 to r = -.08 for HPEL 3. Table 22 illustrates 
these comparisons with their levels of significance. 
In addition to indicating on which aptitude-interest 
comparisons (asterisks) significant differences ( p ~ .10) 
between HPEL's occur, Table 22a delineates (underlined) 
correlations greater than r = .50 and less than r = -.50. 
A correlation table (Table 22b) clearly depicts the 
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Table 22a 
HPEL Correlations Between Aptitudes and Interests 
(See Table 22b for additional explanation) 
HPELl HPEL2 HPEL3 
(N = 15) (N = 73) (N = 115) 
SAT-SCI I r .E. r .E. r .E. - -
1. V-R -.20 .48 -.14 .25 -.08 .39 
2. V - I • 04 • 90 .01 . 92 .17 .07 
3. v- A .05 .85 • 23 .05 .43 .001 
4. v- S* -.45 .10 -.01 . 92 .02 .82 
5. V- E -.21 .46 -.16 .19 .00 • 98 
6. v- C* -.68 .006 -.27 .02 -.02 .83 
7. M- R* .66 .007 .09 .45 .39 .001 
8. M- I* .60 .018 .17 .15 .42 .001 
9. M-A -.23 .41 -:.14 .26 • 04 .65 
10. M- s~>c -.58 • 03 -.14 . 25 .15 .13 
11. M-E .05 .86 -.09 .43 .01 .89 
12. M- C* -.06 .82 -.03 .83 .22 .02 
13. T- R .27 .33 -.03 .82 .18 .05 
14. T- I* .37 .18 .10 .40 .35 • 001 
15. T- A -.11 .71 • 06 . 63 .28 .002 
16. T- S* -.59 .03 -.08 .49 .10 .30 
17. T- E -.09 .76 -.14 .24 .01 • 92 
18. T- ct> -.42 .13 -.17 .16 .12 .21 
19. v- CONS -.29 .30 .11 .33 .10 .28 
20. M- CONS .20 .49 .13 .27 . 05 .59 
21. T- CONS -.05 . 87 .14 .25 .09 .34 
22. v - DIFF* -.32 .25 • 25 .04 .oo .98 
23. M- DIFF -.02 .94 .28 .02 .12 .19 
24. T - DIFF -.19 .49 .29 .02 • 07 .46 
* ~ .10 level of significant difference between HPEL groups using a 
critical Z-ratio test (ten comparisons) 
(underlined)'.! > .50 (five correlation~ 
v 
R 
I 
H A 
p s 
E E L 
1 c * 
CONS 
DIFF * 
Table 22b 
HPEL Correlation Table 
HPEL 2 
M T 
** 
* 
* ** 
H 
p 
E 
L 
2 
v 
* 
*** 
R 
I 
A 
s 
E 
c * 
CONS 
DIFF* 
HPEL 3 
M 
*** 
** 
* 
* 
* 
T 
** 
* 
* 
* 
* .10 level of significant difference between HPEL groups using a 
critical Z-ratio test (13 compar~sons) 
** .05 level of significant difference between HPEL groups using a 
critical Z-ratio test (four comparisons) 
"'*"' . 01 level of significant :dif.Eerence between HPEL groups using a 
critical Z-ratio test (two comparisons) 
(underlined) indicates the rejected sub-hypotheses (19 through 
21) of the null hypothesis (ten comparisons) 
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various patterns in the levels of significance. 
The following comparisons are significant between the 
HPEL groups indicated on Table 22a: 
1. (#6) V-C (~ ~ .10 between HPEL 1 and 2, and p < .01 
between HPEL 1 and 3), (#10) M-S (£ ~ .10 between HPEL 1 
and 2, and R ~ .01 between HPEL 1 and 3), and (#16) T-S 
(p ~ .05). A significantly high negative correlation 
(~ < -.50) for HPEL 1 exists which is significantly different 
from the relatively low correlations ·for either HPEL 2 or 3. 
2. (#7) M-R (p ~ .05) and (#8) M-I {p ~ .10). A sig-
nificantly high positive correlation (~ > .50) for HPEL 1 
exists which is significantly different from the relatively 
low correlation for HPEL 2. 
3. (#7) M-R (£ ~ ·.05) and (#12) M-C {£ ~ .01). A 
correlation (r < .50) for HPEL 3 exists which is signifi-
cantly different (higher) than the low correlation for 
HPEL 2. 
The remainder of the comparisons between HPEL's is 
deemed not significant for this study because levels of 
significance were R > .01 and no clear patterns of relation-
ship could be established between aptitude and interest 
correlations within the major group variable (HPEL) or in 
concordance with other major group variables. The clear 
patterns involved several C, R, and S scale items with a 
combination of p -~ .01, p ~ .05, and £ ~ .10 levels of 
significance when compared with aptitudes. The M-I (£ < .10) 
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comparison was included, although it might ordinarily be 
questionable because it can be related to no obvious pattern; 
but I is quite highly related to the R theme scale at the 
.001 level of significance (HPEL 1: r = .73,HPEL 2: r = .62, 
\._ _ _..-,\ 
and HPEL 3: r = .64); since the M-R comparison (p ~ .05) does 
relate to an R correlation pattern, the M-I comparison in 
this study is considered to be a part of this pattern. As 
in CPEL (to follow), areas of increasing significance 
(£ ~ .10 to p ~ .01) are frequently observed as parent 
educational levels move further apart from one another. 
Remaining comparisons of some significance seemed to be 
isolated from other findings, and their theme scales not 
as highly related to other scales as were the R and I scales. 
Hypothesis III. No differential relationship according 
to HPEL exists between SAT scores and SCII theme scales 
(sub-hypothesesl9 through 21), consistency levels (sub-
hypotheses 22 through 24), or differentiation levels (sub-
hypotheses 25 through 27). Sub-hypotheses 19 through 21 
of the null hypothesis are rejected while the remaining . 
six sub-hypotheses (22 through 27) are tenable. 
The differential relationships were established for 
specific aptitude scores on specific interest theme scales 
as already outlined. Differential relationships were not 
established for any aptitude scores on interest consistency 
or interest differentiation. 
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CPEL 
Correlations by CPEL range from r = .04 to r = .66 and 
r = -.02 to r = -.68 for CPEL 2, r = .00 to r = .20 and - -
r = .00 to r = -.79 for CPEL 3, r = .01 to r = .36 and - - - -
r = -.02 to r = -.20 for CPEL 4, r = .02 to r = .53 and - -
r = -.04 to r = -.17 for CPEL 5, and r = .01 to r = .47 and - -
r = -.03 to r = -.08 for CPEL 6. Table 23 illustrates - -
these comparisons with their levels of significance. 
In addition to indicating on which aptitude-interest 
comparisons (asterisks) significant differences (p ~ .10) 
between CPEL's occur, Table 23a· delineates (underlined) 
correlations equal to or greater than· E = . 50 and less than_!'= -.50. 
A correlation table (Table 23b) clearly depicts the various 
patterns in the levels of significance. 
The following correlations are significant between the 
CPEL groups as indicated on Table 23a: 
1. (#12) M-C. A significantly high positive correla-
tion (~ > .50) for CPEL 5 exists which is significantly 
different from the nonsignifi~ant correlations for CPEL 2 
(p .$. .10), CPEL 3 (p .$. .05), CPEL 4 (;e_ ~ .05), and CPEL 6 
(p .$. .05). 
2. (#5) V-E, (#11) M-E, and (#17) T-E. A significantly 
high negative correlation (r < .50) for CPEL 3 exists which 
is significantly different from the nonsignificant correla-
tions for each of the other four groups. (V-E for CPEL 2 
is p .$. .10 and CPEL 4-6 is E. .$. • 01. M-E for CPEL 2 is p < .10, 
~. "~ ---- . ..,.. 
Table 23a 
CPEL Correlations Between Aptitudes and Interests 
(See Table 23b for additional explanation) 
: ·-
' 
CPEL 2 (N = 15) CPEL 3 (N = 13) CPEL 4 (N = 62) CPEL 5 (N = 37) CPEL 6 (N = 76) ! I 
SAT-SCII r .E. r .E. r .E. r .E. r .E. 
1. V- R -.20 .48 -.12 .69 -.13 .31 -.17 .31 -.06 . 60 
? ..... V ·~ I .04 .90 -.12 .71 .06 . 64 -. 04 .81 • 24 .04 
3. V - A* .05 0 85 -.05 .88 .30 0 02 . 37 .03 .47 .001 
4. V - S* -.45 .10 -.37 . 21 .07 0 57 .14 .40 -.03 .77 
5. V - E* -.21 .46 -.78 .002 .02 • 88 .13 .44 -.04 0 70 
6. v- c~~: -.68 .006 -.40 .18 -.20 .12 '. 02 0 93 -.05 . 65 
7. 11- R* .66 .007 .14 . 65 .10 .46 .44 .007 .36 .002 
s. M- I .60 .018 .20 .52 .21 .11 .50 .002 .36 .001 
9. :H- A -.23 .41 -.20 .51 -.12 .37 -.05 .76 . 08 .50 
10. 1'1 - S* -.58 .03 -.31 .30 -.12 .36 .30 .08 .09 .46 
11. M - E* .05 .86 -.65 .02 .01 0 93 . 24 .16 -.08 .50 
12. M - C* -.06 .82 -.20 .52 .05 .68 • 53 .001 .07 .58 
13. T- R • 27 .33 -.02 • 97 -.02 .89 .16 .35 .17 .15 
14. T- I .37 .18 .01 0 97 .15 .25 0 28 .10 .35 .002 
15. T-A -.11 .71 -.12 .70 .10 0 47 .19 • 25 .33 .004 
16. T - S* -.59 .03 -.38 .20 -.03 • 8l~ • 27 .11 .03 .80 --·· 
17 .. T- E* -.09 .76 -. 79 .001 .02 .90 0 23 .18 -.07 .54 
18. T - C* -.42 .13 -.35 .25 -.08 • 53 .33 • 05 .01 . 96 
19. V- CONS -.29 .30 .00 1.00 .14 0 28 .1.4 .42 .09 .44 
" 
,...... 
0 
0 
Table 23a. (continued)-
CPEL 2 (N = 15) CPEL 3 (N = 13) CPEL 4 (N = 62) CPEL 5 (N = 37) CPEL 6 (N = 76) 
SAT-SCII r .£. r .E. .r r E. r --
20. M - CONS . 20 .49 .09 .79 .12 . .36 .13 .45 .02 • 84 
21. T - CONS -.05 .87 • 04 .91 .14 . 27 .16 .34 .07 .56 
22. V - DIFF* -.32 .25 .04 .91 .30 .02 • 05 . 7 6 -.04. . 7 5 
23. M- DIFF -.02 • 94 -.10 • 74 • 35 .005 .17 ~31 .09 .42 
24. T - DIFF1c -.19 .49 -.02 .95 .36 .004 .14 .42 .03 • 78 
* _.:::. .10 level of significant difference between CPEL groups using a critical Z-ratio test 
(13 comparisons) 
(underlined) > .50 (ten correlations) 
1-J 
c 
p 
E 
L 
2 
v 
R 
I 
A 
s 
E * -
c 
CPEL 3 
M 
* -
CONSISTENCY 
Table 23b 
CPEL Correlation Table 
T v 
* 
** -
** 
CPEL 4 
M 
* 
T 
** 
v 
," 
** 
CPEL 5 
M 
i~** 
* -
T 
*** 
** 
v 
** 
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CPEL 6 
H 
** 
T 
** 
DIFFERENTIATION ** * 
R 
c I 
p A * 
E s * * L 
E *** ** *** *** *** *** *** *ic. *** -- - -- --- -- -- - --3 c ** ** -
CONSISTENCY 
DIFFERENTIATION 
R * 
c I 
p A . 
E s i~* L 
E 
4 c ** ** -
CONSISTENCY 
DIFFERENTIATION ** ** 
R 
I 
c 
p A 
E s 
L E 
5 c ** -
CONSISTENCY 
DIFFERENTIATION 
Table 23b (continued) 
* .10 level of significant difference between CPEL groups using 
a critical Z-ratio test (11 comparisons) 
~~~·, • 05 level of significant difference between CPEL groups using 
a critical Z-ratio test (19 comparisons) 
*** .01 level of significant difference between CPEL groups using 
a critical Z-ratio test (nine comparisons) 
(underlined) indicates the rejected sub-hypotheses (28 through 
30) of the null hypothesis (16 comparisons) 
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CPEL 4 and 6 is p ~ .05, and CPEL 5 is E ~ .01. T-E for 
CPEL 2 is E ~ .05 and CPEL 4-6 is E < .01). 
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The remainder of the comparisons between CPEL's is 
deemed not significant for this study because levels of 
significance were > .01. and no clear pattern of relation-
ship could be established between aptitude and interest 
correlations within the major group variable (CPEL) or in 
concordance with other major group variables. Furthermore, 
CPEL 2 is identical to HPEL 1 and has been incorporated into 
the HPEL findings. 
The clear patterns involved several E scale items and 
a C scale item that can be related to both culture group 
and HPEL correlation patterns, all of which contain combi-
nations of p ~ .01, p ~ .05, and~< .10 levels of signifi-
cance when compared with aptitudes. Remaining comparisons 
of some significance seemed to be isolated from other find-
ings. 
Hypothesis IV. No differential relationship according 
to CPEL exists between SAT scores and SCI! theme scales 
(sub-hypotheses 28 through 30), consistency levels (sub-
hypotheses 31 through 33), or differentiation levels (sub-
hypotheses 34 through 36). Sub-hypotheses 28 through 30 
of the null hypothesis are rejected while the remaining six 
sub-hypotheses ( 31 through 36) are te.nable. 
The differential relationships were established for 
specific aptitude scores on specific interest theme scales 
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as already outlined. Differential relationships were not 
established for any aptitude scores on either interest con-
" 
sistency or interest differentiation. 
II. PARTIAL CORRELATIONS 
Partial correlations were computed to determine the 
separate effects of culture group and parent educational 
level (PEL) on four aptitude-interest correlations in common, 
which were involved in computing significant differential 
relationships within each of these major research variables. 
The four aptitude-interest correlations are V-C, M-S, M-C, 
and T-S (numbers 6, 10, 12, and 16, respectively, in the 
"a" section of Tables 21 through 23). Within each culture 
group examined, both If.PEL and CPEL were held constant. 
Likewise, within each PEL examined, culture group Was held 
constant. Table 24 gives a breakdown of these findings 
compared with the original correlations before the use of 
partial correlations: 
1. (#6) V-C. HPEL 1 has a higher overall negative 
relationship on both types of correlation. Both HPEL 1 and 
Hispanics appear to have an independently strong negative 
relationship (r <~.50), although each of these relationships 
are lower when a partial correlation is computed. This 
finding means essentially that the significant differential 
relationship between Hispanics and Asians/whites in Hypothesis 
II is not contaminated by parent _educational level, and that 
l. 
2. 
3. 
4. 
Table 24 
Correlation - Partial Correlation Comparisons Between 
Aptitudes and Interests 
(See text, Part II. Partial Correlations, for addi-
tional explanation) 
SAT-SCI! Culture r p PEL r E Group 
(#6) v - c Hispanic -.61 .01 HPEL: ·1 -.68 .006 
(N = 17) (N_ = 15) 
* -.55 .04 * -.61 .02 
(#10) M - S Black -.69 .03 HPEL 1 -.58 .03 
(N = 10) (N = 15) 
* -.73 .04 * -.61 .02 
(#12) M - C Black -.66 .04 CPEL 5 . 53 .001 
(N = 10) (N = 37) 
* -.37 .37 * . 52 .001 
Black -.66 .04 HPEL 3 .22 .02 
(N = 10) (N = 115) 
* -.37 . 37 * .22 .02 
(#16) T - S Black -.57 .09 HPEL 1 -.59 .03 
(N = 10) (N = 15) 
* -.49 .23 * -.56 .04 
*Denotes the row of partial correlations compared with the row of original 
correlations immediately above for each SAT-SCI! correlation listed. 
'""' 
i-' 
0 
()) 
c 
the same relationship between HPEL 1 and HPEL 2/3 is not 
contaminated by culture group in Hypothesis III. 
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2. (#10) M-S. Black has a higher overall negative 
relationship on both types of correlation. Both tilack and 
HPEL 1 seem to have an independently strong negative rela-
tionship (~<-.50), although each of these relationships are 
higher when a partial correlation is computed. This finding 
means basically that the significant differential relation-
ship between blacks and Asians/whites in Hypothesis II 1s 
not contaminated by parent educational level, and that the 
same relationship between HPEL 1 and HPEL 2/3 is not con-
taminated by culture group in Hypothesis III. 
3. (#12) M-C. The independent positive relationship 
(!_ > .50) for CPEL 5 ts almost identical on both types of 
correlation~. However, when PEL is held constant, the 
strong negative relationship (~ < -.50) for blacks is much 
reduced (r >-.50). Although culture group does not con-
taminate the significant differential relationship between 
CPEL 5 and the other CPEL groups in Hypothesis IV, the same 
relationship between blacks and Asians/whites appears to be 
contaminated by parent educational level in Hypothesis II; 
however, this does not void the rejection of this part of 
Hypothesis II, which was not designed to exclude contamina-
tion from other variables. Simply stated, blacks continue 
to demonstrate a negative relationship larg~r than other 
culture groups, and their large numbers in the lower PEL's 
account for a much higher negative correlation when that 
variable is not removed as an influence. 
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The positive relationship (£ < .50) for HPEL 3 is 
exactly identical on both types of correlation to establish 
that culture group does not contaminate the significant 
differential relationship between HPEL 3 and HPEL 2. 
4. (#16) T-S. HPEL 1 has a higher overall negative 
relationship on both types of correlation. Both HPEL 1 
and black have independently negative relationships with HPEL 
I·at, : r <-.50 and black at r = -.49 (partial correlations). 
Each of these relationships is lower than the original 
correlation. This finding means in effect that the signifi-
cant differential relationship between blacks and Asians/ 
whites in Hypothesis II is not contaminated by parent edu-
cational level, and that the same relationship between HPEL 1 
and HPEL 2/3 is not contaminated by culture group in Hypothe-
sis III. The findings for blacks, however, using the 
partial correlation, reveals a somewhat more unstable corre-
lation with a significance le~el of only E ~ .23 and a 
significant differential relationship for the initial corre-
lations of only p ~ .10. But, again, the related hypothesis 
cannot be discounted because it was not designed to exclude 
the contamination from other variables; a similar rationale 
applies here as it does for blacks in number 3 (above), 
where the T-S correlations are discussed. 
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SUMMARY 
In order to obtain the results of the study, the follow-
ing statistical analyses were used: (1) Pearson product-
moment correlation coefficients between aptitude scores and 
interest scales, consistency, and differentiation; (2) 
Fisher's Z-transformations to change correlations to Z-scores 
for each correlated group; (3) critical Z-ratio tests to 
determine differences between levels on each major variable; 
and (4) partial correlations to examine the independent 
affects of culture group and parent educational level on 
selected aptitude-interest correlations. The results of 
this process were listed in tables and discussed.·· 
The initial phase of this chapter reflected the results 
of statistical analyses that arose from the comparisons 
researched. Some differences were found between levels on 
three of the four major variables studied. 
For purposes of this study no pattern of differential 
relationship could be determined between any aptitude-
interest corr~lation by sex. Selected within group differ-
ences were found for both culture group (six comparisons) 
and each of the two types of parent educational level (seven 
and four comparisons for HPEL and CPEL, respectively) when 
aptitudes were compared with interest themes; however, 
neither interest consistency nor interest differentiation, 
when compared with aptitudes, demonstrated any meaningful, 
patterned differences. 
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For culture group, the significant differential rela-
tionships occurred between either Hispanics and Asians/ 
whites or blacks and Asiansjwhites. For high pirent .•: 
educational level (HPEL), the significant differential rela-
tionships were between either HPEL 1 and HPEL 2/3 or HPEL 2 
and HPEL 3. For combined parent educational level (CPEL), 
the significant differential relationships were between 
either CPEL 3 and CPEL 2/4-6 or CPEL 5 and CPEL 2-4/6. 
The final part of this chapter discussed the results 
of the partial correlations between Hispanics and HPEL 1, 
bl~cks and HPEL 1, blacks and HPEL 3, and blacks and CPEL 5 
on four aptitude-interest correlations. 
In conclusion, Hypothesis I (sex differences) was sup-
ported as revealing na·differences, while Hypotheses II 
through IV (culture group and parent educational level dif-
ferences) were partially rejected as having revealed certain 
differences. Chapter V will discuss the findings of this 
study and make recommendations for further directions in 
research. 
Chapter V 
DICSUSSION, CONCLUSIONS, AND RECOMMENDATIONS 
I. INTRODUCTION 
The purpose of this study was to gain more knowledge 
about the differential relationship between the academic 
aptitude~ and occupational interests of university under-
graduate students by sex, culture group, and parent educa-
tional level. This study compared each of the three 
aptitude scores on the Scholastic Aptitude Test with the six 
general occupational theme scales and their consistency and 
differentiation levels on the Strong-Campbell Interest Inven-
tory, by examining the correlations between these two instru-
ments, for (1) all students on which SAT scores were avail-
able and by (2) each level within the major group variables 
of sex, culture group, high parent educational level, and com-
bined parent educational level. Then, within group comparisons 
between these levels were further examined to obtain infor-
mation about the correlation differences within each of those 
major variables. Frequency data on essential student charac-
teristics and partial correlations to assess the influence 
of more than one variable on selected relationships were added 
!', 
as ancillary information for a better und.E#fstanding of the 
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research population and the psychological and social influ-
ences upon it. 
It was believed that the extent of sex and cultural 
bias could be defined by comparing differences between 
interests as they related to aptitudes. 
II. DISCUSSION 
A survey of the literature showed no remarkable rela~ 
tionship between interests and ability or achievement, 
although relatively high relationships between interests and 
perceived abilities were found in a recent study. Studies 
involving relationships between aptitudes and interests, 
however, demonstrated a largely piecemeal approach that 
either used one aptitude or interest measuring instrument 
without the other, studied only limited dimensions on highly 
specific population groups (e.g., students majoring in one 
area), used instruments less sophisticated than those used 
in the present study, and/or failed to differentiate major 
group variables within the population studied. As a result, 
no clear theoretical or empirical indications or trends in 
aptitude-interest relationships have appeared in the 
literature. 
But some studies have tended to support Bingham's (1942) 
observations that aptitude testing is a measurement of both 
abilities and interests, where interest appeared to be the 
more important variable of the two in defining occupational 
direction. Other research also seemed to indicate that 
113 
either ability or interest (or neither) could correlate 
quite highly with aptitude at one time or another, depending 
upon the specific group and the particular environmental 
situation. 
Since a variety of personality factors are important 
to aptitude formation, according to Bingham (1942), Holland's 
(1973) theory of occupational choice, consisting of a per-
sonality fit between a person and his occupational environ-
ment, would appear to be an appropriate measure of aptitude 
linkages because of the important role of interest in these 
personality influences. Further, differences between levels 
of personality congruence with aptitudes can'be determined. 
When the correlations between aptitudes and interests 
for all students were computed (Table 19), however, it was 
found that the resulting relationships (no higher than 
r = .35) were similar to what previous studies found between 
interests and abilities or achievement. But some specific 
sub-groups, or levels, within the major group variables 
tested, did reveal rather hig? levels of either negative or 
positive association. The high correlations tended to be 
those which were most likely involved in significant dif-
ferences between these group levels to highlight patterns 
of differences. 
III. INTERPRETATIONS OF THE DATA 
Findings Pe~taining to Sex 
Since no appreciable differences could be found between 
v - --
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males and females (Table 20), it can be assumed that no sex 
bias exists which depresses the interest scores of college 
women compared to those of college men. On the contrary, 
on the basis of this study, women seem similar to men in 
occupational needs, values, and interests. 
Occupational aspiration, however, appeared to be a 
different phenomenon (Table 6). As the literature has also 
suggested, women in this study tended to major in the tra-
ditional, low-paying, female fields~-indicated by their 
higher percentages (65.4 percent) in these combined fields 
(communications, social science, education, the arts (music-
art), and liberal arts), whereas a higher percentage of men 
(66.4 percent) continued to dominate the combined tradi-
tional male and higher paying majors (pharmacy, administra-
tion, and the hard sciences (biology-chemistry, engineering 
related)), x2 (l) = 24.2, p < .001. 
The tendency to continue on to their senior years 
seemed less for the female than for the male students, as 
revealed in a cross-sectional examination of grade levels 
(Table 5). Two chi-square tests for independence, one ·using 
only the freshman and senior years and the other using all 
four grade levels, both revealed significant differences 
(x:2 = 5.96, 1 df, p < .02 and :x2 = 10.22, 3 df, p < .02, 
respectively). The literature has maintained that fewer 
women than men eventually graduate from college, much of 
the reason relating to marriage and its modification of 
women's occupational goals. 
Parent educational influences (Tables 7 through 9) 
showed no differences in the education of mothers between 
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the sexes, and a hardly noticeable difference where fathers' 
education was only minutely higher for women than for men. 
Overall, the educational levels for all fathers compared 
with all motherswerebasically the same. Consequently, it 
would be difficult to evaluate how "differences" in educa-
tional levels of parents by themselves could effect any 
type of difference observed between the sexes, except for 
a combined PEL to be discussed later. Other comparisons 
between men and women (TabJes 13 through 18: Interest themes; 
consistency, differentiation, and congruence levels; academic 
orientation and introversion-extroversion scales; and SAT 
scores, respectively) found all means well within the one-
half standard deviation of difference for both groups com-
bined. 
Th~ ~imilarities between men and women were quite 
obvious. No "unconscious" need by women to sabotage their 
own abilities was evident. W'!lat might be extrapolated from 
this study, however, is that women seem to make conscious 
choices from available options in their occupational aspira-
tions and motivation toward goals inherent to those aspira-
tions. These choices may be based upon what they see as 
practical compromises between primary occupational interests 
as broad as those of men and what they can· "reasonably" 
expect to accomplish, given the desire to meet female role 
expectations, which might conflict with many of those 
116 
interests, and sex bias as they perceive it in society at 
large. From what is already known, it appears that only the 
very brightest women, who frequently have career interests 
well in mind by the time they enter-high school (Tyler, 
1964), are little affected by these problems of aspiration 
and motivation--in addition to "being allowed" to compete 
with men of lesser intellect on an "equal" basis. 
What are the possible causes for these aspirational 
and motivational differences between men and women which 
influence women into narrow occupational choices? Hoffman 
(1977) suspected that socialization around sex-linked differ-
ences and sex differences in behavior will lessen in the 
future as women spend more of their time at work; being in 
an occupational placement will tend to replace affiliative 
family need fulfillment because of lessening family size, 
fewer child-raising years (supplemented by child-care 
facilities), a longer li expectancy, and increasing oppor-
tunities for working women. McGrath (1976) saw this pattern 
as being directly attributable to educational access. 
Galassi and Lemmon (1978), however, stressed the lack of 
women's knowledge--because of social expectations--about 
opportunities that are open to them; they suggested the need 
for programs to increase occupational knowedge. Yu (1976) 
and Zapoleon (1961) acknowledged the need for special voca-
tional guidance programs designed specifically to help 
women take advantage of the resources available to them. 
Kreps (1974), with this in mind, recommended that women in 
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higher education need to enter traditional men's fields, 
complete more doctorates, do more research, teach in uni-
versities, have more occupational mobility, and gain leader-
ship roles. The awareness that can be elicited by necessary 
guidance programs can provi~e the impetus--with the added 
help of such programs--for exploratory opportunities that 
were denied by traditional curriculum influences in the 
elementary and secondary schools. Additionally, secondary 
schools need to expose their femal~ students to the non-
traditional areas of study so that skills can be developed 
to enable more direct competition with men. As the litera-
ture has suggested, the greater the exposure to women in 
high level positions, the more objective will be the evalua-
tors of their performance in those positions and in future 
hiring practices. 
Findings Pertaining to Culture Group 
Although the number (N) of students in each of the 
black, Hispanic, and Asian culture groups was low, the 
results are believed to be valid because relationships in 
only carefully chosen patterns were used in defining differ-
ences. Differences by sex were not compared for two reasbns: 
(1) the much lower N's would be impractical to compare with 
one another, and .(2) no differences existed by sex in 
comparisons of the total N of students. The low N's for the 
non-white groups reflected their low rates in the whole 
student population. It had not been practical to identify 
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the culture groups to which students belonged before choosing 
the sample because students were not identified by culture 
background at the university; for this reason, a stratified 
random sample to equalize the N in each culture group had 
not been possible. 
Since significant differences were found between culture 
groups (Table 21), it can be assumed that certain cultural 
biases do exist which affect aptitude-interest relationships. 
The significant differences that do exist are between the 
negative relationships of blacks and Hispanics and the 
correlations for whites and Asians. The interpretations to 
follow suggest, however, the need for future research on 
blacks and Hispanics in these same areas with much larger 
N~s used for greater confidence in the findings. 
The high negative correlation between verbal scores 
and conventional themes for Hispanics may be attributed, 
at least in part, to how the literature emphasized way of 
1 and security as important values for Mexican-American 
university students. The conyentional theme is the theme 
frequently chosen by people who value security and the more 
traditional ways of their cultural heritage. The conven-
tional person is largely dependent upon, and subordinate to, 
those who make the major decisions in the company or agency 
in which he/she is employed. They are frequently good and 
faithful workers whose jobs tend to be narrowly structured 
and repetitive in nature. Whereas whites and Asians seemed 
more neutral in how these factors correlated with one 
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another, the Hispanics reflected an extreme variation: 
The lower the latter's verbal skills, the higher became the 
conventional interest, i.e., the traditionally structured 
subordinate who values security; on the other hand, as 
verbal skills increased, the less likely this same conven-
tional theme was accepted as a general interest area. 
In the Hispanic culture, one might assume that lower 
verbal facility in the English language is related to con-
ventional values in both the philosophical and occupational 
interest sense because of strong traditional and language 
t to their cultural heritage different from those exper-
ienced by the other cultures studied. The lesser value 
placed upon education (PEL) when compared with the other 
cultures (Tables 7, 8, 10 and 11) was indicative of less 
verbal facility for those students coming from families 
where parents have low educational levels (Table 18). But 
as verbal scores increased in this population group, the 
conventional pattern was more consistently rejected than 
was characteristic for the other cultures. What may thus 
be occurring, then, is a fairly strong tendency by Hispanic 
students to reject the values of the Hispanic culture as 
verbal scores rise. 
As a result of these manifestations, two rather unfor-
tunate tendencies may likely occur: (1) Hispanics with 
lower verbal scores will choose positions that are non-
competitive with the power groups in society that regulate 
social, economic, and political policy; and (2) Hispanics 
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with higher verbal scores will choose positions more compe-
titive with the mainstream of society and come to identify 
with those groups far removed from their basic cultural 
heritage. Consequently, if little mutual nourishment between 
the Hispanic group and other groups is the end of such a 
process, then polarization between them may widen with a 
diminished growth in integrational relationships. In other 
words, no brokers between cultures who can claim solid roots 
in both the Hispanic and main stream American cultures will 
be easily developed to increase understanding and strengthen 
relationships. 
Since recent literature and the results of this study 
have revealed lower comparative occupational aspirations 
and verbal and mathematical SAT scores for the Hispanic 
group, the likelihood for the majority of such students to 
continue to enter the relatively non-competitive conventional 
occupations may continue to be high. This possibility may 
be even more devastating to the culture and its college 
graduates than for its students to blend almost entirely 
into the mainstream. The reason for this observation is 
that both the culture and its students place high hopes on 
the educational accomplishments of its people who remain 
identified with the culture to be a driving force for equality 
with its fair share of the control over society's institu-
tions. 
The high negative correlation between both mathematical 
and total scores and both the social and conventional themes 
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for blacks may be attributed, in part, to the literature's 
emphasis on the interest of this culture group in economic 
benefits. Taubman (1972) has demonstrated how mathematical 
ability is the gateway to the higher-paying, more competitive 
technical and scientific, but less attainable, positions 
in society which contribute to a higher level of institu-
tional control for those who do gain them; however, blacks 
share a similarity with both women and Hispanics who avoid 
these same fields and instead tend to choose those in the 
conventional, social, and artistic areas. But unlike His-
panics, mathematical--not verbal--is the crucial aptitude 
seeming to relate to whether a person maintains conventional 
and social occupational interests. Again, other culture 
groups appear rather neutral on these correlations. (As a 
point of clarification, it needs to be reiterated here that 
women's choices seem more consonant with deliberate opposi-
tion to basically broader interests, whereas the dissimi-
larity between such relationships for the culture groups is 
indicative of choices based upon definite interest differ-
ences according to aptitude.) 
Thus, the lower the mathematical aptitude, the higher 
the tendency for blacks to have interests in the lower-level--
but secure--positions in business offices (conventional theme) 
and/or social welfare, teaching, and health-related posi-
tions (social theme). Diametrically, the higher the mathe-
matical aptitude, the lower the conventional and social 
interests. As for the Hispanics, prior research and the 
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current study--indicating lower mathematical and verbal SAT 
scores for blacks--suggest the possibility of most blacks 
entering conventional or social fields. If, as research 
has indicated, white and black educational aspirations are 
comparable with economic status held constant (higher 
paying and power-oriented positions), then considerable 
frustration may be in store for blacks whose outward aspira-
tions may not match actual interests (or aptitudes). Those 
blacks having acquired the higher mathematical aptitudes 
seem much less inclined to possess these same conve.ntional 
and social interests and, like the Hispanics, are apt to 
perhaps adopt interests and values of the mainstream cul-
ture while largely dissassociating themselves from the black 
culture itself. Again, this may continue to leave the major 
proportion of this culture in the position of having lit-
tle control over instiutional policy-making. 
If the ··goals of equality and institutional control 
are not realized in the near future for both the Hispanic 
and black culture groups, the_n polarization may continue to 
substitute for cooperation between these groups and others. 
This eventuality may be a more important issue than whether 
SAT scores or other college entrance examinations under-
predict the future academic accomplishment of minority 
students: Boyd (1977) cited evidence from several colleges 
that both black and Spanish-surnamed students, who averaged 
about 200 points lower on SAT scores than did their white 
colleagues, had comparable graduation rates to those of 
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whites; and just as significant, "within the group of 
minority students, the graduation rates do not vary from 
those with the lowest scores to those with the highest" 
(p. 64). The major concern, however, might be what occupa-
tions these students pursu~ •fter they graduate. 
Findings Pertaining to Parent 
Educational Level 
Although the N of students in each of the HPEL 1, CPEL 1, 
CPEL 3, and CPEL 5 .groups was low, the results are believed 
to be valid because relationships in only carefully chosen 
patterns were used in defining differences. Sex differences 
were not analyzed because no total group differences by 
sex were found and the smaller N's would have been difficult 
to compare with one another. The N's for each group reflected 
their rates in the whole population. 
Since significant differences were found between PEL 
groups (Tables 22 and 23), it can be assumed that certain 
cultural biases do exist which affect aptitude-interest 
relationships. The significa~t differences that do exist 
were found between the negative relationships of HPEL 1 and 
the correlations for HPEL 2 and 3; the positive relationships 
of HPEL 1 and the relatively neutral findings for HPEL 2; 
the positive relationships of HPEL 3 and the relatively 
neutral findings for HPEL 2; the positive relationship for 
CPEL 5 and the relatively neutral findings for the other 
CPEL levels; and the negative relationship for CPEL 3 and 
the relatively neutral findings for other CPEL levels. The 
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interpretations to follow suggest the need for future 
research with the use of larger N's for the smaller groups 
to ensure greater confidence in the findings. 
The high negative correlation between verbal scores 
and conventional themes, and between both mathematical and 
total scores and social themes for the lowest parent educa-
tional level (HPEL 1), reflected a similarity to the findings 
for Hispanics and blacks. When each of these variables 
(culture group and PEL) was held constant (Table 24), 
however, it was found that the aptitude-interest relation-
ship on one variable remained independent of the other 
variable (although the correlation for blacks between total 
and social became somewhat unstable). As such, lower SAT 
scores tend to indicate higher fundamental interests in 
the non-potent occupations, while the higher scores intimate 
a repudiation of those interests as well as a probable 
denial of certain values typical to the least educated and 
less powerful population. The comparably lower SAT scores 
(Table 18), as is true for the Hispanic and black groups, 
might again prompt a larger number to enter the conventional 
and social f lds than would be typical for the population 
at large. The similarities of these three groups (Hispanic, 
black, and low PEL) on aptitude-interest relationships in 
the areas described appear to suggest a consistent element 
of control over them by the very institutions with whom 
their goal is to identify through education, about which 
more will be discussed in the next section. 
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The high positive correlation between mathematical 
scores and both realistic and investigative themes for HPEL 1 
demonstrated a finding thus far inconsistent with the typi-
cal correlation results of this study. Unlike the Hispanic 
and black groups, the lowest PEL group directed itself 
specifically toward the mechanical and scientific interests 
as the mathematical scores increased, whereas blacks with 
the comparatively higher mathematical scores had no high 
positive correlations with any interest theme. Although 
Hispanics had a high mathematical-realistic correlation, it 
was not significantly different from the other culture 
groups, was somewhat lower than that for HPEL 1, and the 
Hispanic mathematical-investigative correlation was con-
siderably lower than that for HPEL 1. Other HPEL groups had 
much lower correlations on these specific aptitude-interest 
dimensions. Consequently, the latter correlations were more 
pertinent for the lower PEL group than to any other group 
in the study. 
A lower positive correlation for HPEL 3 between mathe-
matical and both realistic and conventional themes demonstrat~d 
a lesser tendency toward a similar mathematical-realistic 
correlation for this highest HPEL, but an opposite tendency 
for _, -the mathematical-conventional correlations to vary 
together. It is difficult to speculate about why these 
HPEL 3 tendencies existed except to say that the middle 
HPEL 2's rather balanced interests according to aptitude 
accounted, in part, for the unexplained significant differences 
I 
I 
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for its next highest counterpart. Another explanation will 
be sought in the next paragraph with a discussion of CPEL 5. 
When either PEL or culture group was held constant (Table 24), 
it was found that the positive aptitude-interest relationship 
did not change between the mathematical and conventional 
correlation for HPEL 3, but it did influence a significant 
lessening of the negative black correlation on this same 
dimension. This result would indicate the negative mathe-
matical-conventional correlation for blacks was signifi-
cantly influenced by PEL, unlike the independent findings 
for these two variables (culture group/PEL) on other corre-
lations already discussed. 
The high positive correlation between mathematical 
scores and conventional themes for CPEL 5 (one parent with 
a college education and the other with a high school educa-
tion) helped to explain their lower positive correlation 
on HPEL 3, which included both CPEL 5 and 6. Another 
probable and important reason for this combined PEL to be 
distinct from the other combined levels is that it was the 
only level of the five where fathers (36) outnumbered the 
mothers (8) in having the highest individual level of educa-
tion (Tables 7 through 9). (The total number of 44 was 
reduced to 37 for computational purposes.) Again, it is 
difficult to determine why this particular group possessed 
a higher level of conventional interests, unless somehow 
secure, protected, and non-competitive occupations seemed 
more attractive to those with increasingly higher mathematical 
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aptitudes when mothers have consistenly less education than 
do fathers. One might speculate that certain areas of 
insecurity may exist which cause a retrenchment of sorts to 
a more conservative life-style of interest when they might 
well be capable of taking greater occupational risks, 
whereas the black andjor lowest PEL groups with lower 
mathematical aptitudes may be in the position of not taking 
such risks for very practical reasons. When culture group 
was held constant (Table 24), the correlation results were 
nearly identical. 
The high negative correlation of verbal, mathematical, 
and total scores with the enterprising theme for CPEL 3 
(one parent with a high school education and one with a 
less than high school education) once more exhibits a finding 
which was inconsistent with this study's previous correla-
tion data. Similar to the parental characteristics for 
CPEL 5, a presumable, determining reason for the distinct-
ness of this combined PEL is that it was the only level 
where mothers (15) outnumbere~ the fathers (4) in having 
the highest individual level of education (Tables 7 through 
9). (The total number of 19 was reduced to 13 for computa-
tional purposes.) Why students of higher aptitude from this 
CPEL should reject enterprising interests is difficult to 
answer. Since the enterpr ing theme encompasses business 
leadership and management interests, perhaps the fact that 
fathers had essentially only a grade school education means 
that mothers influence their children toward a college 
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education to prepare for other than these leadership fields 
(since the mothers probably have had minimal experience in 
leadership areas themselves). Steimel and Suziedelis (1963) 
reported that if mothers were the dominant influence, 
typical masculine occupations (i.e., leadership fields) 
were not chosen by college men; of the five CPEL's, CPEL 3 
has the highest percentage of males (63.2%) over females 
(36.8%), which is more than 10% higher than for any of the 
other four. McClelland, Atkinson, Clark, and Lowell (1953) 
have found that mothers influenced their sons more than 
their daughters toward higher educational achievement if 
they, themselves, have a high need for achievement. The 
current research tended to support the Steimel and Suziedelis and 
Mq(;le.l)and: §taJ. findings. Unlike the next lower PEL (HPEL 1 -
CPEL 2), whose interests were directed toward specific 
real ic-investigative (traditionally male) interests if 
mathematical aptitude was at higher levels, CPEL 3 interests 
seemed divided among the five remaining interest themes as 
all aptitudes increased; CPEL.3 consequently demonstrated 
a more flexible pattern of interests (not focused on tra-
ditional male interests) than did its lower counterpart. 
On the other hand, lower aptitude scores would seem to mean 
less flexibility, as enterprising interests correspondingly 
increase; but, of course, this is still a potent occupational 
area capable of exerting institutional control, which is 
dissimilar to the interest themes typical of the lower 
aptitude HPEL 1 - CPEL 2 group. 
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IV. CONCLUSIONS 
The Data 
The primary thrust of this study was to examine sex 
and cultural bias as it was revealed through the differen-
tial relationship between the academic aptitudes and occupa-
tional interests of university undergraduate students by 
sex, culture, and parent educational level. 
Sex bias on these d1mensions could not be determined; 
however, the literature has suggested that, although women's 
occupational interests appear to be as broad as those of men 
(as also revealed in this study), the continuing aspiration 
and motivation of women toward narrower occupational choices 
seem due to womerr's role expectations and sex bias as per-
ceived by them. It is suggested that greater awareness, 
exposure to non-traditional role models, and special guidance 
programs for expanding opportunities in new occupational 
areas for women to take advantage of their own interest 
potentials will benefit young people on the threshold of 
occupational choice. Some social lag appears to exist now, 
which is keeping many women in ignorance of those opportuni-
ties for them that do exist. The quicker women do prolif-
erate in the non-traditional fields, becoming progressively 
valued for the contribution they make, the more rapidly 
trust in their abilities will continue to increase the 
opportunities for women in subsequent generations. The 
outlook is generally optimistic. 
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Results for the culture and PEL sub-groups did not 
appear to be seriously influenced by sex because of minimal 
sex differences overall. Selected differences conformed to 
past research which indicated differences for some groups 
but not for others. 
The Hispanic group and lowest PEL were independent of 
the influence of the other, although aptitude-interest rela-
tionships were similar. The black group seemed somewhat 
more contaminated by the influence of PEL, but findings for 
the latter were independent of the black influence. 
The lowest PEL stood alone in the positive relationship 
of its mathematical scores to realistic and investigative 
interests; since women are nearly half of this group, this 
relationship to tradi t·ional men's themes is a glowing 
illustration of women's (from that sub-group) interests in 
those areas. On the other hand, some rigidity of interests 
was evident, but perhaps can be seen as a more practical 
rationale for higher education than the needs of the higher 
PEL's might dictate. 
The findings for students where fathers have the 
highest educational level (the high positive correlation 
between mathematical scores and conventional themes pointing 
toward a strong need for security) or where mothers have the 
highest educational level (the high negative correlation 
between all SAT scores and enterprising themes pointing 
toward a strong maternal influence with little institutional 
power) were outside of what have been determined to be the 
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core patterns of the study, but may be a basis for further 
research. 
But the essential findings--considered to be the core 
patterns--for culture groups and PEL's were not optimistic. 
The patterns revealed in this study were consistent in show-
ing that blacks, Hispanics, and those whose parents both 
have less than a high school education equivalent continue 
to be influenced by cultural bias. In contrast to sex, some 
basic differences do exist between these groups and the 
other culture groups and PEL's in aptitude-interest relation-
ships. Lower SAT scores related strongly to interests in 
occupations which are th~ least likely to exert control over 
the social, economic, and political well-being of their 
respective groups. Higher SAT scores, diametrically, tended 
to reject those same interests, many of which seem fairly 
basic to the traditional cultural, or learned, values of 
their background groups. Consequently, those higher scoring 
students from these groups may attain more positions of power 
but use them for the well-bei?g of the social mainstream 
almost entirely instead of as representatives of tpe groups 
from which they came. (Other culture groups and PEL's did 
not exhibit this polarization.) This situation would seem 
to have a most depressing affect upon these groups who 
already feel disenfranchised by mainstream America. A 
broader discussion of this problem will occur in the follow-
ing sub-section, "The Class-Conflict Model." 
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The Class-Conflict Model 
Squires (1977), according to his studies, suggested 
that the reason behind the increase in formal education was 
to encourage the existing class structure for purposes of 
social control. He called this a class-conflict model, 
as opposed to a techno-democratic model (the popular ratio-
nale) which champions individual characteristics as the 
determining force in differences among individuals. He 
instead saw the class-conflict motif as encouraging existing 
social relationships, and the greater "equality" of educa-
tional opportunity as a screening device for future employers 
to reward the inculcated, noncognitive attributes developed 
through schooling as a contrivance "for social control 
within organizations" (p. 436). Those who conform the best 
to the social mainstream are presented with the tools to 
control those who might upset the balanc..:e in the current 
social structure. These observations support the contention 
that the occupation a person obtains is more important than 
how his/her SAT score compares with someone else's. 
Squires (1977) further explained how: 
... formal education expanded to meet the rising 
social control problems generated by industrializa-
tion and urbanization in the United States .... The 
primary function of education is to socialize workers 
into the socio-economic status of their parents 
and perpetuate the class structure .... (p. 437). 
Boudon (1974) made a similar and earlier observation 
from his and others' research into the same situation. His 
contention was that, since the demand for .more and more 
i 
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education in Western countries is an attempt to increase 
socioeconomic mob ity upward, people have become increas-
ingly frustrated to find they need more education to continue 
at the same socioeconomic level their fathers enjoyed with 
less education. The increase in the production of material 
goods as a result of increased educational levels, according 
to him, appear to have raised the standard of living for 
most, but social stratification has been little affected; 
the increased material goods are then unevenly distributed 
according to such stratification. He concluded that "beyond 
doubt Western societies are facing a problem that may be 
unsolvable and may lead .. ,. to a state of latent crisis" 
(p. 191), adding that increases in educational development 
have had only negligible effects on the problem, which means 
the social structure itself must be modified--not education--
for any meaningful changes to promote equality. Squires 
(1977) came to the very same conclusion. 
The trend in this country that Squires observed, as a 
result of the educational-occupational process he and Boudon 
have agreed upon, is the fact that income gaps and unemploy-
ment problems have increased, even more for the nonwhite 
minorities. Squires' (1977) following statement recorded 
a conclusion essential to the findings of the current study: 
"The movement of some racial minorities into the middle 
class represents a polarization within the nonwhite community 
rather than progress towards equality with whites" (p. 444). 
This is what enhances the frustration of the disenfranchised: 
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No real change for the better is occurring. 
Industrial society benefitted, in a sense, all disen-
franchised people because the powerful needed their help to 
make money and to maintain power. Consequently, more rights 
and freedoms were given than had been true in a feudal, 
largely agrarian economy. Control over the masses, however, 
is still evident, and our democratic institutions may be 
falling far short of what they are believed to be: agents 
that actively promote equality. Opening up education may 
not at all be the equalizing link in the chains of bondage. 
Evidence exists that many, perhaps most, of those in the 
black and Hispanic minor~ty groups and those of lower socio-
economic level enter low status/low paying "semi-professional" 
positions (Robinson &-Zytowski, 1977) such as teaching, 
social service, and low-ranking office positions in business 
and industry after their college educations--with only a 
few who have been properly "inculcated" (as maintained by 
Boudon and Squires) allowed into the higher-paying positions 
of inst-itutional control. These "semi-professional" 
positions--rather than being the first line of assistance 
toward mainstream equality--may actually be promoted by 
society as a first line of defense against an aroused people 
who could cause "trouble" if not properly manipulated into 
believing they are being given a just opportunity. 
Harasymiw, Horne,and Lewis (1977), Lefebvre and Bohn 
( 1971), and Pallone, Rickard,and Hurley ( 1973) discussed 
studies to demonstrate how minority and lower-class children 
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use teachers as models for future occupations and assign 
them higher status rankings than do nonminority, middle-
class children. Lefebvre anel Bohn reported, in addition, 
that their study found that disadvantaged black children 
still had an awareness of occupational prestige in middle-
class society that was similar to any adult's awareness of 
it. What is crucial here is that they still ranked the 
teacher as thei~ oWn top_preference. As .such, minorities, 
as well as anyone, seem to feel more confident about being 
successful in an occupation with which they can identify 
rather than in a more or less prestigious occupation with 
which they have difficulty identifying, either through lack 
of intimate personal exposure or ~his same type exposure to 
a more "desirable" occupation. The teaching field is probably 
the most desirable to which many of the above children have 
ever been exposed. These "acceptable" occupations (which 
model many workers of similar heritage) seem to be more 
important occupational choices in spite of the possibility 
of talent or desire in other ~irections. This same process 
is probably occurring in the various social service and 
clerical-type fields with which the "so-called" deprived 
population has much contact. In this way, one's own kind 
is kept in check by one ':s own kind. 
Occupational entrance, rather than SAT scores or other 
kinds of rating systems dealing with undergraduate college 
admission and eventual completion, needs further study. 
Unfortunately, stalemates such as inter- and intra-class 
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conflicts involving busing to achieve educational equality 
in education on the local levels and affirmative action 
programs to achieve equality in higher education may be 
nothing more than the diversionary tactics of social control 
to misdirect the focus of conflict away from those perennial 
social phenomena seeking to keep people in their place. 
Outer change, in reality, may be reinforcing control from 
within. 
The class-conflict model was found to apply to the 
findings in this study. Those findings relate.! to the 
earlier discussion in this chapter about how blacks, His-
panics, and those of lowest parent educational level may be 
disenfranchised from positions of power and influence in 
this country. 
V. SUMMARY 
The purpose of this study was to gain knowledge about 
the differential relationship between the academic aptitudes 
and occupational interests of_university undergrad~ate 
students by sex, culture group, and parent educational level. 
A review of the literature reflected a history of sex bias 
in the educational and employment rates of women in tradi-
tional men's fields. Minority groups and those of lower 
educational or socioeconomic status suffered from similar 
cultural biases in the same areas, in addition to experi-
encing much lower scores on college entrance examinations. 
Scores on the Strong Campbell Interest Inventory (SCII), 
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however, for all sub-groupings were comparable. Prior 
aptitude-interest research was minimal. Relationship data 
between aptitudes and interests gave mixed results. The 
consensus seemed to be that some groups had high relation-
ships on certain aptitude-interest dimensions while others 
did not, and that other groups had only very low relation-
ships. 
The study gave comparable results to. the scores recorded 
in other SCI! studies to reinforce the validity of this 
instrument, and mixed results on aptitude-interest relation-
ships, dependent upon the group and individual aptitude-
interest dimensions. No sex bias was found on aptitude-
interest comparisons. Optimism was expressed for women 
gaining access to educational-occupational opportunities as 
their awareness of these opportunities increased. The 
primary findings for culture group and PEL, using these 
same comparisons, were that blacks, Hispanics, and the lowest 
PEL suffered ~rom the type culture bias which tended either 
to place their interests in l?w-paying and low-status posi-
tions or in higher status, more competitive positions that 
were most likely to reject interests shared with most others 
in their background in favor of institutional control for 
the benefit of the power groups in society. 
The class-conflict model was used as a broad explana-
tion and reinforcement for these findings. Contrary to the 
techno-democratic model, it recommended changes in the 
social structure rather than in the individual in attempts 
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to counter the affects of cultural bias. 
VI. RECOMMENDATIONS 
Recommendations for further study fall into four general 
areas: (1) acquaintanceship of women with available edu-
cational-occupational opportunities; (2) analysis of the 
social influences that determine the occupational interests 
of deprived (black, Hispanic, and lower socioeconomic) 
groups; (3) research with other populations; and (4) longi-
tudinal research. 
Since the interests of women are comparable to those 
of men as they relate to aptitudes, it should not be a diffi-
cult task to increase their awareness of opportunities in 
nontraditional areas _at all educational levels, including 
elementary education (Vincenzi, 1977). This could also 
provide the motivation to add more mathematics and science 
courses to their high school curriculums. The provision 
of role models and exposure to, and exploration of, non-
traditional occupations by girls and women is recommended 
in the literature but such fortuitous circumstances do not 
appear to be a prominent part of the curriculum at any 
level of education. 
Those groups exhibiting the most clear and important 
differences in aptitude-interest correlations (black, His-
panic, and HPEL 1 - CPEL 2) need the benefits of further 
research on larger numbers than what could be provided here, 
a replication of this study to further confirm the results, 
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although they are strengthened by other findings. It must 
not be overlooked that the handicaps under which these groups 
operate, while occupational interests develop, also apply 
to the women in these groups; and they are as handicapped 
in their efforts to overcome cultural bias as if these 
biases were present only in sex-related problem areas. 
Similar research needs to be carried out on the second-
ary level as well, especially among students who are not 
college~bound. This might be done with post high school 
graduates who are not attending college to ensure that those 
tested did hot indeed attend college. It is suspected 
that sex differences in aptitude-interest relationships would 
be found for women because of the assumed stronger tradi-
tional occupational values held by noncollege-attending 
women. 
Follow-up longitudinal group research needs to be 
accomplished with those already tested in either the present 
study or future studi~s to determine how well current 
results will predict later results between aptitudes and 
actual occupations. In fact, several studies on the same 
groups over time could determine any changes in the pattern 
of results. 
Some comprehensive plan for social engineering, where 
one's talent and drive need be the only criteria for occupa-
tional entrance, might provide a structure for the mutual 
development and survival of everyone. Throughout history 
many proposals for this type society have been put forth. 
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None--if attempted--have worked well. Frederic Kuder (1970), 
the developer of the interest inventory named for him, even 
remarked: 
It is patently not possible for every member of 
society to attain that position for which he is 
best suited; it is too much to hope that the needs 
of society and of the individuals who constitute 
that society could ever mesh that well. Some modi-
fication of the requirements of the two must 
necessarily take place. (p. 206) 
It is difficult to conceive, at the present time, of 
changes being shaped in the social structure to provide a 
more equitable balance of interests for all groups. One 
might believe that if enough of those individuals in power-
ful positions were to take periodic tours of duty into the 
lower echelons of society to have meaningful contact with 
people who otherwise maintain no personal exposure to them, 
then some important interest modeling could occur. 
Perhaps the best that ean be hoped for, after all, is 
for these groups to be ably taught with respect and compas-
sion as individuals so that they can at least be adequately 
productive in the less influential occupations and have 
some exposure to other possibilities. No better formula 
seems forthcoming, other than to dedicate efforts to discover 
the real facts and issues in society that influence everyone. 
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APPENDIX A 
HOLLAND'S THEORY OF OCCUPATIONAL CHOICE 
Holland's theory (Holland, 1973) states that people can 
be categorized into one or more of six personality types, 
or themes,. each of which is directed toward a particular 
type of occupational environment to fulfill needs engendered 
by skills, abilities, attitudes, and values. This personality-
environment intera.ction influences job stability, satisfac-
tion, and performance according to the fit of the interaction. 
The strength of one's occupational interests is also measured 
by consistency (the strength of the relationship between 
adjacent themes) and differentiation (the distance between 
high and low themes). Each theme is part of a hexagonal 
pattern, and is represented by a point on the hexagon in 
the following manner: 
. . neali~ticoinvestigative 
Conventional Artistic 
: Enterprising Social 
Themes closest to one another are most highly related, while 
those furthest from one another are least related to one 
another. The closer a personality type theme is to its com-
parable occupational environment, if it is highly consistent 
and differentiated, the more stable and satisfying the 
occupation will be for an individual. 
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SCHOOL OF EDUC\TION 
.) 
Stnl·kton, California F'ouJHled !8iil 
95211 
DEPARTMENT OF EDUCATIONAL 
AND COUNSELING PSYCHOLOGY 
Dear University of the Pacific Student: 
You have been selected in a random sampling of UOP 
students to respond to an occupational interest inventory. 
The major purpose for completing this inventory is to 
conduct research into occupational interests ae they relate 
to factors having a bearing upon academic background. 
The process of filling out the inventory in multiple choice 
fashion is quite interesting and enjoyable.· You may take 
a.s long as you wish, although it can generally be completed 
in from 30 to 60 minutes. 
The secondary purpose for completing the inventory 
is to provide you with a guide to your own occupational 
preferences. In short, your overall interests in a. wide 
variety of activities will let you know how your likes and 
dislikes compare with those of people in each of many 
different occupational fields. 
Information about how you can become involved--if 
you wish--in an individual and/or group interpretation 
of your results will be included in the copy of your ~nventory 
assessment received through the mail several weeks beyond 
the date you complete it. Of course, you will not be 
charged for these services. · Confidentiality is assured. 
No personally identifying material will be used when this 
information is compiled for professional use in helping 
others to benefit from the findings. 
You are being asked to ·come to Rotunda 103 (auditorium) 
on Saturday, November 1, 1278 at 10:!2 A·M·• where you 
will have the opportunity to fill out your inventory. 
If you are unable to be present during the above 
date and time, please call Rex Thompson at 948-3423 after 
6 P.M. or during the week-end. He will make other arrangements 
for you to complete the inventory on campus. 
We sincerely thank you for your help and cooperation. 
Very truly 
~L_ 
W. Preston Gleason 
Professor of Education 
School of Education 
yours, 
c .. ::~-y~ .Y .{Z-w;;tt/-z!V''--
Retford L. Thompson 
Research Coordinator 
Occupational Interest Project 
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SUPPLEMENTARY QL~STIONS 
NAME: --------------------------------------------------------
1. What is your father's educational level? (check one) 
______ Four-year college degree or higher. 
High school diploma or equivalency certificate. 
(Includes training or education beyond high 
school up to--but not including--a four-year 
college degree) 
Education to any level up to--but not including--
a high school diploma or equivalency certificate. 
(Includes ~ or ~ formal schooling, but 
less thanhigh school graduation or equivalency 
certificate) 
2. What is your mother's educational level? (check one) 
Four-year college degree or higher. 
High school diploma or equivalency certificate. 
Education to any level up to--but not including--
a high school diploma or equivalency certificate. 
3. What is your cultural/ethnic background? (check that 
which you believe most closely applies although you 
may have experienced a multicultural background) 
White/Caucasian. 
Black/Negro/Afro-American. 
______ American Indian. 
___ Asian-American/Oriental. 
______ Mexican American/Chicano. 
Puerto Rican-American. 
Other. Please indicate: 
Thank you very much for answering our questions. You will 
be hearing from us in several weeks with the results from 
your inventory answers. 
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EQUIVALENCE OF ACT AND SAT TEST SCORES 
Verbal Scores · Mathematics Scores Composite Scores 
ACT Verbal SAT Total 
(average of SAT. ACT Test 2 SAT ACT (Verbal + 
tests 1,3,4) Verbal Mathematics Mathematics . Composite Mathematics) 
32 721 34 755 32 1440 
31 706 33 732 31 1405 
30 690 32 705 30 . 1362 
29 665 31 674 29 1317 
28 643 30 650 28 1263 
27 616 29 628 27 1201 
26 588 28 603 26 1150 
25 558 27 580 25 1100 
24 532 26 558 24 1051 
23 499 25 532 23 998 
22 473 24 505 22 948 
21 444 23 484 21 909 
20 419 22 467 20 872 
19 392 21 450 19 825 
18 373 20 433 18 792 
17 351 19. 418 17 754 
16 336 18 405 16 719 
15 321 17 377 15 680 
14 294 16 354 14 630 
13 277 15 345 13 605 
12 260 14 323 12 582 
11 243 13 208 11 547 
10 226 12 288 10 512 
9 209 11 273 9 477 
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~anuary 10, 1979 
Dear Research Participant: 
Included here is a copy of your occupational interest 
profile. The results of the study are yet to be analyzed; 
but it is gratifying to know that over 95% -- of the 245 
of you who were selected at random -- returned a completed 
inventory. This high rate of return will ensure a productive 
research outcome. 
Be certain to read the information ort the reverse side 
of your profile to gain a workable understanding of the 
meaning of your profile. Then, if you wish, you may call 
me at home or at work (or drop me a note so I can oall 
you) to arran~e a group and/or individual meeting time 
with me to further explain the meaning of the profile 
and how it applies to your own situation. Since these 
explanatory sessions will be held primarily during the first 
two full calendar weeks in February, please make these 
arrangements with me soon: before, during, or shortly 
after registration for second semester classes. 
' ., . . 
Thanks, again, for your time and assistance, which 
have both been invaluable. We wish you good.fortune in 
your current and future endeavors. :' 
. ' ' ~·~ 
Sincerely yours, 
~K!~ 
Rexford L. Thompson 
Research Coordinator 
Occup~tiona.l Interest Project 
School of Education 
University of the Pacific 
Home address: 
844 West Sonoma A'venue 
Stockton, California 95204 
Home phone: 
209-948-3423 
(evenings and week-ends) 
Office phone: 
209-948-4484 X 260 
(8 A.M.-5 P.M., Mon.-Fri.) 
